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 I 
論文要旨(概要) 
 
本論文は、小学校におけるチャンツ・歌を使った英語指導についての研究で
ある。本研究の目的は、音声面や情意面・認知面の発達段階、適時性を考慮し
た指導の在り方を明確にし、今後の小学校の英語教育の内容、指導方法の方向
性について考察を試みることである。この目的を実現するために、日本語を母
語とする小学生を対象に、チャンツや歌を用いて、英語指導を実践的に行った
り、アンケート調査を行ったりしながら、音声面での効果や英語学習への情意
面・認知面での効果の検証を試みた。具体的には、シラブル指導教材やアクセ
ント指導教材を開発したり、チャンツと繰り返しによる指導効果の比較をプロ
ソディレベルで行うなどしたりして、研究を進めた。  
第１章では、臨時教育審議会第二次答申(1986 年)から、2020 年に予定され
ている小学校英語の教科化に至るまで、四半世紀以上におよぶ小学校における
外国語・英語教育の経緯と今後の動向について概略を述べる。さらに、小学生
の認知発達段階について、ピアジェの理論に基づき略述する。最後に、今後の
小学校の英語教育の方向性について示唆を行い、本論文の目標および目的、構
成について述べる。  
第２章では、先行研究から、英語音声指導に必要な基礎的な知識、音声に関
する概念を整理していく。まず、先行文献で述べられているチャンツ・歌の効
果を類型化し、 (1) 情意面での効果、 (2) 記憶保持における効果、 (3) 音声学
的観点からの効果、 (4) 真正の言語(authentic language) を学ぶ上での効果の四
つのカテゴリーへの分類を行っている。次に、プロソディにおける英語と日本
語音声の特徴的な違いについて述べる。ここでは、シラブル、アクセント、リ
ズムを中心に、日本語と英語の構造的な違い、教育学的観点からの留意点につ
いて、議論を行う。加えて、心理学的観点から、言語獲得と「音楽・リズム」
の関係について、議論を進めていく。最後に、本研究におけるリサーチ・クエ
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スチョンについて述べる。  
第３章から第５章では、チャンツや歌の音声面での効果の検証を行う。  
第３章では、チャンツや歌を用いてシラブル感覚を養う教材を作成し、小学
校２年生及び５年生児童に対して、チャンツや歌の教材の効果の検証を行った。
このチャンツを用いた指導は「シラブルチャンツ法」  Syllable Chants Method 
(SCM) と名付けられており、１音節語、２音節語、３音節語によって構成さ
れたものである。検証は、チャンツ教材とは別の単語で構成されるテストを作
成して、事前、事後に実施し、シラブル感覚の定着状況について統計的処理を
行い効果について考察した。その結果、SCM は、シラブル感覚を養うのに大
きな効果があることが明らかになった。しかし、すべての単語に効果があるの
ではなく、流音を含む単語には、効果が表れにくいことが明らかになった。２
年生と５年生で結果を比較したところ、流音を含む単語に困難をかかえる点で
は、両学年で同じ傾向を示したが、５年生では、発話長等も考慮に入れ、論理
的、分析的に判断している可能性があることが推測できた。  
第４章では、第３章で扱った「シラブルチャンツ法」の後継教材である「ア
クセントチャンツ法」Accent Chants Method (ACM)を用いて実践研究を行った。
本研究では、「シラブルチャンツ法」の指導を受けた小学校２年生と５年生児
童に対して、「シラブルチャンツ法」の指導の１年後に実験を行い ACM の効
果の検証が行われた。ACM に用いた語彙は、児童の発達段階に応じた３音節
語を収集し、第１アクセントの位置によってグループ分けして作成したもので
ある。結果では、ACM では、SCM ほどは大きな効果は得られなかった。分析
により、第 1 アクセントに「高さ」、「長さ」、「強さ」の３要素がそろうと、児
童はアクセント位置を正確に知覚できることが明らかになった。さらに、アク
セント知覚は、母語の影響を受けやすく、アクセント位置が、母語と類似して
いると、正確に知覚しやすいが、母語と異なると、混乱する可能性があること
が示唆された。  
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 第５章では、チャンツで練習した場合と、単純に繰り返して練習した場合と
では、文レベルでの音声面の指導効果がどのように異なるかを検証した。研究
の実施に当たっては、３年生の２クラスを抽出して実験を行った。チャンツと
繰り返し教材の２種類を準備し、どちらのクラスにもチャンツで練習する場と、
繰り返して練習する場を設定した。実験教材は、A 小学校のカリキュラムに準
拠したものを作成した。音声の評価は、第１回の指導直後と、第５回の指導直
後の児童の音声を録音し、音声評価ソフトを用いて行った。結果として、チャ
ンツ練習と繰り返し練習では、音声面の向上には有意差は見られなかった。こ
の原因は文レベルでの音声の向上の難しさのほか、音声データの収集方法にも
可能性があるのではないかと想定された。つまり、３年生児童は文字が読めな
いことが前提であり、モデル音声を聞かせた後で、繰り返して発音をさせたた
めではないかと考えられる。一層、実験方法や環境を整えて取り組む必要性が
明らかになった。  
第６章と第７章では、チャンツや歌の情意面・認知面への効果の検証を行う。 
 第６章は、第５章の実験後に、チャンツ練習と繰り返し練習を比べて、児童
が、「それぞれの練習をどのように感じているか」についてアンケートを行っ
た結果を議論する。「アンケート I」で調査した項目は、以下の三点である。
チャンツとリピート練習では、 (1)「どちらの方が楽しかったか。」、 (2)「どち
らの方がよく憶えられたと思うか。」(3)「どちらの方が上手に発音できるよう
になったと思うか。」さらに、「上手な英語の音で話すためにどんなことに気を
付ければよいか」についても、児童がどのように考えているか調査するために、
「アンケート II」を行った。  
「アンケート I」の結果として、児童は、チャンツの効果を「『楽しく学習
できる』、『よく覚えることができる』と考えているが、『発音がよくなる』と
考えているとは、限らない。」ということが明らかになった。さらに、「アンケ
ート II」の結果から、児童は、英語の発音について、「調音」や「リズム」を
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重要であると考えているが、「イントネーション」や「アクセント」について
は、重要であると考えているとは限らないことが明らかになった。  
第７章は、６年生に歌を使って指導した場合の児童の意識に関する研究であ
る。実験では、「教材として使用する曲の好み」と「情意面での効果」につい
て、毎時間の指導後と単元の指導後に行ったアンケートを分析して明らかにし
た。指導は、John Denver のヒット曲、Take me Home, Country Roads を用いて、
45 分の授業の中の 15 分を使用し、６時間の単元で行われた。毎時間のアンケ
ートでは、「楽しさ」、「記憶」、「理解」について自己評価を行わせた。単元の
最終時間には、歌の効果を分析する目的でアンケートを実施した。このアンケ
ートでは、先行研究により、「情意面」、「記憶強化」、「音声の向上」、「真正の
言語」の４観点について自己評価させた。分析の結果、高学年児童に音楽を使
って指導する場合、アップテンポの曲、メロディに馴染みのある曲を用いるこ
とで効果的に取り組ませることができることが明らかになった。また、自発的
に学習を進めさせたり、真正の言語を学ばせたりする目的では、単に歌を用い
るだけでなく、教師は意図的に指導を行う必要があることも示唆された。  
第８章では、本論文の総括を行う。まず、本研究でのリミテーション、主要
な発見についての概観を議論する。そして研究課題についての考察を行う。第
９章では、本研究からの示唆について議論を行い、本研究全体を通しての発見
に鑑みながら、小学校における英語音声指導のカリキュラムを提示する。  
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1. Introduction 
More than a quarter of a century has passed since English education in 
Japanese elementary schools was laid on the table for political consideration.
1
 It was 
1986 when the Ad Hoc Council on Education maintained for the first time that the 
introduction of education in the English language into Japanese elementary schools  
should be under discussion. Until then, English teaching in elementary schools had 
not been discussed officially at the political level since World War II. Ever since the 
Ad Hoc Council offered this opinion, a reconsideration of English education from 
the elementary school to the university level has been ongoing. It has included 
discussion of how to cope with globalization, the age at which students should begin 
to learn English, and the revision of the Course of Study to include a Period for 
Integrated Studies to enable students to learn a foreign language.  
Since then, Ministry of Education, Culture, Sports, Science and Technology 
(MEXT) has provided several instruction manuals or handbooks to aid elementary 
school teachers, most of whom had no previous experience teaching English. Those 
handbooks were the Practical Handbook for Elementary School English Activities , 
published in 2001, and the Shogakko Gaikokugo Katsudo Kenshu Handbook [Teacher 
Training Handbook for Elementary School Foreign Language Activi ties], published 
in 2008. 
An investigation by MEXT showed that in 2007 the total percentage of 
elementary schools in Japan at which English was taught was 97.1% (MEXT, 2008a). 
In response to this increase, “Foreign Language Activities” classes were eventua lly 
made compulsory. In 2011, these activities were fully introduced into the fifth - and 
sixth-grade curriculum, allocating one period for lessons per week. Although several 
problems have arisen concerning the curriculum, inadequate English-language 
teaching skills, and lack of teaching materials, the efforts of teachers and 
2 
educational administration agencies seem to be achieving considerable success in 
improving the English educational environment  (Naoyama, 2012). In order to make 
the instruction of Foreign Language Activities as smooth as possible, MEXT 
prepared Eigo Note 1 and Eigo Note 2 (MEXT, 2009), which comprise several 
manuals accompanied by DVD versions. Those materials became open to the public 
in advance, to make their use possible during the transition period. In 2013, MEXT 
announced that English classes would become an official subject for fifth and sixth 
graders, amounting to three periods per week
2
, starting in 2020. In addition, the 
Foreign Language Activities Classes currently taught to fifth and sixth graders will 
be introduced to the third and fourth graders, thus commencing two grades earlier 
than the ongoing Course of Study. 
Given these long-term changes, it is clear that English education in elementary 
school has been considered increasingly important. As such, elementary schools’ 
curricula, course content, and methodologies need to be considered.  
Ongoing research on English education in Japanese elementary schools is as 
follows. According to the handout for the Expert Committee on Engli sh Education 
(the third stage), reported by MEXT (2014), 76% of fifth and sixth graders agreed 
that they liked learning English and 91.5% agreed that they wished they were able to 
use English. In addition, 80% of junior high school students reported that what they 
had experienced in foreign language classes in elementary school had helped them to 
learn English during junior high school. As for junior high school English teachers, 
78% placed a high value on improvement in the following areas: students being 
attracted to a foreign culture, familiarity with English sounds, motivation to 
communicate in English, and listening ability in English (MEXT, 2014).  
In light of these educational reforms, to further improve the situation of 
English education in Japan, revision of English teaching materials for elementary 
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school students to create materials that better consider students’ perceptual stages, is 
needed. Slavin (2012, p. 30) states that, “one of the first requirements of effective 
teaching is that you understand how students think and how they view the world.” 
Thus, students’ ages and stages of development should be the first priority for 
effective teaching strategies to be taken into account. This is because students think 
and see the world differently during their respective developmental stages.  
According to Piaget’s theory of cognitive development (Ogawa, Nishimoto, & 
Nishimoto, 2010), first and second graders are leaving the preoperational stage and 
entering the concrete operational stage; third and fourth graders are in between the 
concrete operational stage and the formal operational stage of development. They are 
not mature enough to think logically as fifth and sixth graders do, and they are more 
childlike and lively. Fifth and sixth graders are entering the formal operational stage 
of development. They are gradually able to solve problems by performing formal and 
abstract operations (Ginsburg & Opper, 1979; Ogawa, Nishimoto, & Nishimoto, 
2010; Slavin, 2012). Thus, materials for first and second graders, third and fourth 
graders, and fifth and sixth graders should be prepared differently to accommodate 
the children’s developmental stages. Moreover, learning  English sounds and rhythms 
is an important part of elementary school students’ Foreign Language Activ ities. 
Conducting a phoneme identification experiment, Nishio (1998) concludes that 
students aged nine and ten are in the most sensitive periods to perceive foreign 
language sounds, thus they are at the most appropriate ages to start foreign language 
classes. Therefore, the development of suitable pronunciation materials, including a 
compilation of supplementary materials geared towards the acquisition of English 
sound patterns, is one of the first priorities for the upcoming new wave of English 
education in Japan. 
The present author has studied English activities for more than ten years as an 
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elementary school teacher and researcher, and has developed certain English 
teaching materials that take advantage of the effects of songs and chants. His main 
concerns have been twofold: improving students’ production and perception of the 
sounds and rhythms of English, and encouraging students taking part in English 
activities utilizing psychological effects to improve learning. 
In more detail, the author has been interested in the teaching of English 
pronunciation because he thinks—and MEXT (2008b) states as well—that the 
elementary school stage is the most appropriate for education on this topic from the 
viewpoint of children’s cognitive development. More specifically, MEXT (2008b) 
states that “in Foreign Language Activities classes, learning many English 
expressions or abstract concepts in terms of sentence structures  are not proper 
objectives for elementary school students, however, in terms of learning English 
sounds they can fully use their flexible adaptability to acquire accurate English 
pronunciation. 
In addition, his investigation suggests that Japanese elementary school 
teachers have been anxious about teaching English pronunciation (Masaki, 2013). 
Most elementary school teachers did not major in English-instruction methodology, 
leaving them at disadvantage when it comes to classroom practices. Moreover, 
MEXT (2008c) has mandated that becoming familiar with the sounds and rhythms of 
English should be an objective for students. 
Second, the author has had another interest in using songs and chants, suited to 
students’ developmental level of emotion as a teaching material. He has long known 
empirically that songs and chants in many cases motivate students to participate in 
English activities in class. However, if songs and chants of an inappropriate level are 
used, students may have trouble following or lose interest;  thus, he has also thought 
that teachers should choose songs and chants taking the stage of psycholo gical 
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development into consideration (Masaki, 2015). 
In light of these points, the goal of the dissertation is to verify the prosodic 
and emotional effects of songs and chants on English instruction in elementary 
schools, and to gain insight into their appropriate application in accordance with 
students’ developmental stages. In order to achieve this goal, the author considered 
the use of songs and chants in language education and developed song and chant 
materials for elementary school students. Broken down in more detail, the purposes 
of the present study are fourfold: 1) to examine the effects of songs and chants on 
prosodic abilities, such as syllable counting or accent placement skills, and on 
improvement of pronunciation; 2) to verify song and chant effects on psychological 
domains, such as emotions and memory; 3) to discuss the development of 
educational materials suited to elementary school students’ abilities; and finally, 4) 
to present the general outlines of a teaching plan for an English pronuncia tion 
instruction for elementary school students.  
This dissertation consists of eight chapters. For the sake of comprehensibility, 
a flow chart of the chapters is given in Figure 1-1. 
In Chapter 1, the present chapter, the background exploration and the out line 
of the dissertation are presented. In Chapter 2, the author provides a literature review 
of the effects of songs and chants on both pronunciation and psychological aspects. 
He first explores the classification of those effects into four groups (an emotional 
effect, a memory retention effect, a prosodic effect , and an authentic use effect), on 
the basis of accounts from a wide range of instructional documents. Second, he 
investigates the basic phonetic knowledge required for English pronunciation 
learning. He explores instructional aspects of prosodic concepts such as syllables or 
accents. Third, he outlines an argument on the relationship between songs and 
language acquisition from the viewpoint of psychological studies. 
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Figure 1-1. Flowchart of the nine chapters in the current dissertation. 
Chapter 7: (Study 5) 
Effects of Song Use on 
Psychological Aspects 
Chapter 6: (Study 4) 
Comparison of Chants with 
Repetition for Emotional 
Effects 
Chapter 5: (Study 3) 
Comparison of Chants with Repetition 
Chapter 3: (Study 1) 
Syllable Chants Method (SCM) 
Chapter 4: (Study 2) 
Accent Chants Method (ACM) 
Study for Psychological Effects 
(Enjoyment and Retention) 
Study for Pronunciation Effects 
on Prosodic and Segmental Abilities 
Chapter 1: Introduction 
Chapter 8 (Conclusion)  
Limitations, Major findings, Review of RQs 
Chapter 2: Literature Review 
Effects of chants and songs on English instruction 
Knowledge of syllable and accent 
Relation between language acquisition and rhythms 
in songs and chants 
Chapter 9 (Teaching Implications)  
A Model Teaching Plan for English Prosody 
Instruction  
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From Chapter 3 to Chapter 5, the effects of songs and chants on these aspects of 
prosody are verified. In Chapter 3 (Study 1), the Syllable Chants Method (SCM) 
developed by the author is discussed. The primary purpose of this study is to 
investigate the effects of songs and chants for students in the second and fifth grades. 
More specifically, in this study, songs and chants were hypothesized to be very 
effective to develop students’ sense of counting syllables. It was proved that the 
SCM was generally effective for both second and fifth graders; however, both grades 
experienced several problems derived from several phonological and student 
development causes. Investigating these causes further, this chapter discusses the 
suitability of the SCM as a method of instruction for different elementary grades. 
     In Chapter 4 (Study 2), the Accent Chants Method (ACM) is examined. The 
primary purpose of this study is to investigate the effect of the ACM on different 
grades (third and sixth graders). The participants were the same students who were 
taught the SCM in the previous school year. The ACM was created by the author as 
the follow-up material of the SCM, being hypothesized to be effective in developing 
L2 English learners’ accent placement ability. The results revealed that the ACM 
was effective to some extent in helping both grades students learn how to determine 
the primary accent placement on words, remaining some problematic aspects in 
words. This chapter discusses the reasons for the participants ’ correct or incorrect 
placement of the primary accent, therefore shedding light on some problematic 
aspects of the acquisition of English prosody.  
     The purpose of Chapter 5 (Study 3) is to compare the effects of the two 
teaching methods, that is, the chant and repetition methods, on the third graders’ 
prosody. In order to verify the effectiveness of those methods, the students’ 
pronunciations were recorded before and after the exercise and were examined using 
pronunciation evaluation software. The results revealed that these two teaching 
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methods did not show any significant difference in the improvement of 
pronunciation. The author concluded that this insignificance was caused by the 
testing methods. 
In Chapter 6 (Study 4) and Chapter 7 (Study 5), the effects of songs and chants 
on emotion and memory retention (that is, retention of knowledge in memory) are 
discussed. An “authentic use” effect is also briefly discussed in Chapter 7. These two 
chapters taken together yield the results of the instruction for these psychological 
effects. 
Chapter 6 is linked to Chapter 5 as both chapters are the two halves of a 
two-stage study. In the initial stage, chants were taught in order to compare the 
effects on pronunciation between chants and the repetition method, while in the 
second stage, a questionnaire was administered after that exercise, to examine the 
students’ thought and feelings. Chapter 6 discussed psychological effects on 
capacities such as motivation, memory retention, and perception of articulation in 
English. 
Students were asked to provide their impressions of the method’s effectiveness 
from two viewpoints: (1) by comparing the usefulness of the chant and repetition 
methods, and (2) by identifying which instructional approaches improved their 
English pronunciation. The results of the questionnaire yielded several suggestions 
for approaches using sentence chants. 
The purpose of Chapter 7 is to examine the effect of using songs on sixth 
graders’ affective characteristics. As inadequate song and chant use may lead higher 
grade students (e.g., fifth or sixth graders) to lose interest in English classes (Masaki, 
2013), the author conducted this experiment to find appropriate songs for their active 
participation in English activity classes.  
The participants were 98 sixth graders from school A. The familiar pop song 
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“Take Me Home, Country Roads” (John Denver, 1971) was selected by the students 
and used as the learning material. A series of lessons by using songs for learning was 
given to six classes for fifteen minutes, during a 45-minute regular class once a week 
during the second term of an academic year. At the end of each class, questionnaires 
were administered to ask how the students felt  about using songs in the classroom, in 
order to examine their levels of “enjoyment ,” “memory retention,” and 
“understanding.” In the very last class, a questionnaire was given to the students so 
they could self-evaluate how the songs they had learned had affected their emotions, 
memory, pronunciation abilities, and authentic language use. The study presented 
several suggestions for selecting song materials for fifth and sixth graders. 
Chapter 7 also leads into the concluding chapter, Chapter 8, in which the 
author discusses the limitations and reviews the RQs. Moreover, the findings from  
the previous chapters’ empirical studies are summarized. Finally, in Chapter 9, the 
current author proposes a concise teaching plan for prosody instruction in 
elementary school English classes; songs and chants are used in this plan and it is to 
be implemented in the 2020 Course of Study. 
     The present chapter has mainly explored the historical background of 
Japanese elementary school English education, as well as briefly surveying the 
methodological and theoretical backgrounds. This chapter also sets t his study’s 
purpose and gave a brief introduction of the following chapters. The next chapter, 
Chapter 2, reviews previous research related to the present experiments.  
 
Notes 
1. The term political consideration means the verdict or opinion from the 
governmental draft submitted for deliberation, or the national policy followed by 
the governmental decisions. It refers to a plan or policy proposed by the councils 
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or organizations, such as the Ad Hoc Council , the Central Council for Education, 
or the MEXT. The Ad Hoc Council, for example, discussed revising the 
comprehensive English education through elementary to senior high schools in 
Japan. It proposed not only to clarity objectives and to reconsider the contents of 
English education in junior and senior high school, but also when students 
should start learning English in elementary school.  
2.  On August 5 2015, MEXT announced the newly revised plan of English 
education in the Specialized Planning Committee for the Course of Education 
(the thirteenth session at the seventh stage). In the announcement it was stated 
that a total of 2 periods weekly would be dedicated to English instruction  
(annually 70 periods), thus decreasing from the anticipated three periods. 
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2. Literature Review 
Songs and chants have often been used as learning materials in foreign 
language classes; however the aim has mainly been to help students take part in class 
actively or enjoyably. At the same time, it has often been said that songs and chants 
are effective for memorizing words and phrases (e.g., Graham, 2006; Ookita, 2007). 
Ookita (2007, p.38) states that chants are originally utilized to enhance learners’ 
long-term memory by mimicking the English model speakers through hand clapping 
or listening to music with a strong beat. Moreover, it has sometimes been argued that 
songs and chants are effective for improving students’ pronunciation of prosodic 
features (e.g., Celce-Murcia, Brinton, & Goldwin, 1996; Ookita, 2007). Ookita 
(2007, p.37) also states that the specific English features of sound changes, such as 
the unstressed-vowel transformation to schwa, linking or assimilation are able to be 
pronounced fluently with natural English rhythms only when leaners of English can 
make their pronunciation similar to native speakers’ sounds. The effects of using 
songs and chants have thus been widely proclaimed; however, as far as the  author’s 
explorations have shown, the proportion of the research into these matters that is 
based on materials development or analytic methods is limited. In particular, the 
author could not find any experimental work on ways to help Japanese elementary 
school students specifically nurture prosodic ability or analyze psychological effect  
using songs and chants. 
In light of this, the issues to be discussed in this chapter, which are based on 
previous literature, are as follows: 1) the effects of songs and chants and their 
classification into several categories; 2) basic knowledge of prosodic features , which 
is useful for instruction in elementary situation; and 3) psychological effects, 
exploring the previous literature which mentions the relationship between song 
features and language acquisition in children. 
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2.1 Classification of Song and Chant Effects  
As mentioned above, the effects of songs and chants have been widely 
demonstrated by MEXT and other teachers and researchers; thus, the present author 
(Masaki, 2013) classified these effects into four groups: (1) an emotional effect, 
which reduces student antipathy toward learning a foreign language and moti vates 
them to participate in language classes (e.g., Kanamori, 2007; MEXT, 2008a; 
Nakajima, 2000; Nakata, 1993; Ookita, 2007; Phillips, 1993, Yamamoto, 2007; 
Yatsugi, 2005); (2) a memory retention effect, which enhances learners’ memory 
using the power of rhythm (e.g., Brewster & Ellis, 2002; Curtain & Dahlberg, 2004; 
Graham, 1993, 2001, 2004, 2006; Ikari, 2011; Kuno, 1999; Nakajima, 2000; Ookita, 
2007; Washino, 2008; Yamamoto, 2007); (3) a prosodic effect, which helps students 
improve their pronunciation, rhythm, and intonation (e.g., Allen-Tamai, 2010; 
Brewster & Ellis, 2002; Curtain & Pesola, 1988; Kan, 2008; Kinugasa, 2003; Kuno, 
1997, 1999; Sonobe, 2010; Yamane, 2001); and (4) an authentic use effect, which 
helps students understand the L2 culture on the basis of information gathered from 
the song’s authentic background (e.g., Kanamori, 2003; MEXT, 2008b; Phillips, 
1993; Slattery & Willis, 2001; Yamamoto, 2013). The following (sub)sections will 
consider these effects in greater detail.  
 
2.1.1 Emotional Effect 
     Among the effects, the most often noted by researchers and teachers is an 
emotional effect. This dissertation defines emotional effect as the effect of enhanced 
motivation or reduced hesitation toward learning. When songs and chants are used in 
foreign language classes, barriers or hurdles against using an unfamiliar language 
can be lowered and learners can feel it easier to speak or listen to the language. It is 
often said that songs and chants can reduce hesitation toward learning L2 English 
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and allow students to more willingly take part in language classes (e.g., Kanamori, 
2007; MEXT, 2008a; Nakajima, 2000; Nakata, 1993; Yamamoto, 2007; Yatsugi, 
2005). Tada (2011, p. 1) states that songs and chants make students feel repetition 
exercises to be easy and more enjoyable rather than tedious and monotonous. 
Moreover, by repeating English words or expressions in songs and chants, students 
can become familiar with these words and expressions. Other researchers and 
teachers state that songs and chants have the power to enhance students’ interest and 
motivation (e.g., Brewster & Ellis, 2002; Curtain & Pesola, 1988; Phillips, 1993). 
Moreover, Slattery and Willis (2001) state that most children love rhyme and rhythm 
by nature, and that teachers should take advantage of this. 
Several researchers insist that songs and chants nurture the rapport between 
teachers and learners and foster relationships among learners. For example, songs 
and chants may encourage students to intone in a lively fashion in a group, render 
students the joy of unity due to participation by all, or encourage teamwork among 
learners (Brewster & Ellis, 2002; Nakajima, 2000; Phillips, 1993). Nakajima 
(Nakajima et al., 2001, p. 3) mentions that singing songs loudly helps students feel 
mentally liberated and produces a friendly atmosphere in a group. He also states that 
students are often so eager to be able to sing the song that they practice  oral reading 
positively with a strong sense of purpose.  However, as mentioned before, if songs 
and chants of an inappropriate level are used, students may have trouble following 
the content or lose interest. Using math songs instruction as an example, Kimber and 
Apple (2014) suggest that teachers should be careful when selecting mus ical 
materials for higher grade students  (i.e., fifth and sixth graders) “so that they 
maintain their motivation and the classroom environment remains positive.”  
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2.1.2 Memory Retention Effect 
The memory retention effect is also among the more familiar of the four 
effects, studied by various authors (e.g., Brewster & Ellis, 2002; Curtain & Dahlberg, 
2004; Graham, 1993, 2001, 2004, 2006; Ikari, 2011; Kuno, 1999; Ookita, 2007; 
Nakajima, 2000; Washino, 2008; Yamamoto, 2007). In a study conducted among 
first graders in a junior high school, Washino (2008) verified a correlation of songs 
and chants with memory retention in the results of an experiment for memorization 
of personal pronouns. He showed that there was no significant difference between 
the results on memory immediately after practice merely using repetition to 
memorize material compared to that using songs. However, in a test administered 
two weeks after practice, there was a significant difference (at a .01 level). Washino 
concluded that use of melody in a memorization exercise could enhance students’ 
memory retention power and thus that music could be a vital factor in memorization.  
Salcedo (2010), when examining the music’s effect on text recall in a university 
Spanish class, reported that there was a significant increase of text recall for the 
music experimental group at a .01 level. Yamamoto (2007, p. 90) revived this 
research area when she and an elementary school student , taking part in her 
experiment, talked about a sentence that had been taught one week before. She asked 
why the student still remembered the target sentence completely over a week after 
learning it. Without knowing the purpose of the experiment, the student replied that 
he retained it because he remembered it to the rhythm of the chant. Yamamoto was 
surprised at the coincidence: the students’ reply matched the purpose of the 
experiment, which aimed to investigate the effect of chants , even though the student 
did not know the purpose of the experiment. 
The creator of “Jazz Chants,” Graham (1993, 2001, 2004, 2006), states 
repeatedly that the rhythm of jazz and that of spoken American English are very 
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alike, and thus that practicing English with Jazz Chants is very effective for learning 
American English prosody. Moreover, the rhythm of songs can be a powerful aid for 
memory reinforcement and retention according to Graham. 
 
2.1.3 Prosodic Effect 
English is often said to be a stress-rhythm language with stress accents, and 
Japanese, a pitch-accent language. English spoken by Japanese speakers is 
sometimes said not to be intelligible not only because Japanese phonemes are 
different from those of English, but also because English spoken by Japanese  people 
tends not to clearly produce the stress rhythm of natural English
1
; instead, Japanese 
speakers tend to utter sentences word by word individually, with even stress. Rost 
(1983, p. 114) states that the poor English listening comprehension of Japanese 
learners may be caused by the lack of understanding of English rhythms: 
Learners of English tend to show difficulties in listening comprehension, since 
they are not able to distinguish sound changes in English, such as assimilation, 
reduction or deletion. This is because they do not know the system of English 
sound changes which are caused by the stress positions in sentences, however 
those changes result from the stress rhythm of the English language.  
For this reason, many researchers and teachers of English insist that English 
pronunciation instructions given to Japanese learners should put greater emphasis on 
the prosodic content of utterances, such as intonation, rhythm, or accent (Kanamori, 
2003; Sonobe, 2010; Yamane, 2001). As a result, the introduction of songs and 
chants has been proposed by many English reference books or textbooks 
(Allen-Tamai, 2010; Brewster & Ellis, 2002; Curtain & Dahlberg, 2004; Curtain & 
Pesola, 1988; Graham, 1978, 1979, 1986, 1993, 1994, 2001, 2002, 2006; Kan, 2008; 
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Kinugasa, 2003; Kuno, 1997, 1999; MEXT, 2008a; Phillips, 1993; Tada, 2011; 
Washino, 2008; Yamamoto, 2003; Yatsugi, 2005). 
Furthermore, with regard to pronunciation instruction, MEXT encourages 
teachers to integrate music into the Foreign Language Activities curriculum (MEXT, 
2008a; MEXT 2008b). According to the “Course of Study for Foreign Language 
Activities” (MEXT, 2008a), being familiar with the sounds and rhythms of a foreign 
language, such as English, is “one of the most important objectives for elementary 
school students learning [that language].” To allow students to achieve this objective, 
it has often been recommended that songs and chants be introduced into Foreign 
Language Activities in Japanese elementary schools , since they have been shown to 
be effective in the acquisition of the rhythmic sound system of English. MEXT 
(2008b), for example, states: 
The Japanese word miruku ‘milk’ has three morae [see 2.2 below], while ‘milk’ 
has only one syllable. If the word milk is pronounced in the Japanese way, it 
does not sound like English, and native speakers may not understand what the 
utterance means. Thus, by using songs and chants in class, students will 
become aware of the differences between Japanese and English sounds, and can 
acquire the rhythms and intonations peculiar to the English language (pp. 
11–12, author’s translation). 
 
2.1.4 Effects from the Viewpoint of Authentic Language Use Effect2 
     Songs and chants can motivate students to participate in English classes and 
generate interest in the cultures and lifestyles of English-speaking countries 
(Kanamori, 2003; MEXT, 2008b; Phillips, 1993; Slattery & Willis, 2001;  Yamamoto, 
2013). Several references (e.g., Murphey, 1992; Kinugasa, 2003) state that songs and 
chants as well as their accompanying dances and gestures help students understand 
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the FL
3
 (foreign language) culture. Researchers insist that through those activities, 
students can experience foreign cultures on the basis of information gathered from 
the song’s (chant’s, dance’s, etc.) authentic background (Brewster & Ellis, 2002; 
Kan, 2008; Kinugasa, 2003; MEXT, 2008a). Blaz (1999) mentions some merits of 
introducing pop music into foreign language classes , discussing how the use of 
songs helps students experience authentic use of the target language and the 
authentic foreign culture, more than material in textbooks. 
 
2.2 Investigation of English Syllables and Japanese Morae 
2.2.1 Overview of English Syllable and Accent Instruction for Japanese  
The Japanese phonological system is often said to be considerably different 
from that of English in terms of both segmental (phonemes, syllables) and 
suprasegmental (word stress, intonation, rhythm) features. Japanese people do not 
have a linguistic rhythmical sense based on the unit of the syllable; instead, they feel 
the duration of each word using their sense of its morae (Kubozono, 1999). In this 
context, Ishikawa (2002) states that recognizing syllables for Japanese listeners is a 
very difficult task, and a certain amount of training is needed before Japanese 
listeners can correctly respond to syllables.  
If a native Japanese speaker does not pronounce English using natural or 
nativelike syllabic rhythms, English speakers might misunderstand the intended 
meaning; for example, the word strawberry is a trisyllabic word pronounced /strɔː
·beɚ·ri/; however, in the Japanese manner it is pronounced with six morae, as 
/su·to·ro·be·ri·iː/.  
Counting syllables plays an important role in accent-sensing, which allows 
listeners to understand a word’s meaning more easily. For instance, in English, the 
emphasis is placed on the first syllable of the word orange, as          ; however, 
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in Japanese, it is pronounced /o·rē·n·ʤi/, with the pitch accent placed on /e/ in the 
second mora. Thus, if a Japanese speaker utters the word orange using the Japanese 
phonological system, native English speakers might not be able to understand the 
intended meaning. In light of these facts, introducing syllable instruction to Japanese 
English activities in elementary school may help to nurture the communication 
abilities which students will require to take part in the international community. 
 
2.2.2 Definition and Role of the Syllable in English 
It is widely known that syllables play an important role in the recognition and 
production of words and sentences (Ishikawa, 2009; Ladefoged & Johnson, 2006; 
Nishio, 2011; Rogerson-Revell, 2011). Syllables consist of a nucleus, which is 
usually a vowel; optionally, before and/or after this central segment, there will be 
one or more consonants (Kawagoe, 1999; Kubozono & Honma, 2002; Lane, 2010；
Roach, 2009; Takebayashi & Saito, 2008). 
A syllable or group of syllables creates a word. Further, the structures of 
syllables also represent specific features of the phonological system of the language 
in which they are used (Kawagoe, 1999). Kawagoe (1999) also states that syllables 
are the basic unit generating distinctive melodies or rhythms of a language, which 
promote intelligibility and communicability during discourse. Dauer (1993, p.109) 
mentions that “the alternation of stressed and unstressed syl lables creates the beat or 
rhythm of English.” Rhythm is the time pattern of speech that appears in isochronal 
intervals. Additionally, intonation is the melody of a speech with rising or falling 
pitch in an utterance (e.g., Cruttenden, 2014; Dauer, 1993); it conveys the meaning 
or feeling of the speaker (Roach, 2009). Note that the rise or fall starts from the last 
sentence accent (the beat) (Kawagoe, 1999).  
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Considering the above discussions, if listeners do not understand or are not 
familiar with the phonological system of a language and its syllable structure 
patterns, they cannot understand the meanings of words or utterances in that 
language when they are encountered in conversation. Thus, the function of syllables 
is not only to convey meaning correctly or smoothly but also to facilitate 
communication within a language.  
Many researchers and phoneticians maintain that a syllable has a typical 
structure that is generally recognized by native speakers (Carr, 1999; Catford, 2001; 
Rogerson-Revell, 2011). However, some researchers state that things are not so 
simple; Duanmu (2008), for example, insists that it is not so easy to count syllables 
in some words and that there are different views with regard to syllable boundaries 
and hence the number of syllables in a word. Table 2-1 shows several researchers’ 
different approaches to counting syllables. There are different syllable counts for the 
same word because the researchers have different perspectives. For example, in 
analyzing the word flower /flaʊɚ/, some researchers or native speakers might 
consider /aʊ/ to be one sound, though others might consider /aʊɚ/ to be one sound. 
     Duanmu’s claim would suggest to English teachers that they should be careful 
when teaching English syllables. They should not rely on their intuition when they 
counting syllables or deciding syllable boundaries. If they are uncertain when 
counting syllables, they need to consult several dictionaries or ask other English 
teachers before presenting the subsequent decision to their studen ts. 
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2.2.3 Comparison between English and Japanese Phonological Systems 
Some researchers mention that English syllables are particularly problematic 
or difficult to learn for L2 learners because of their complex structures (Ave ry & 
Ehrlich, 1992; Celce-Murcia, Brinton, & Goldwin, 1996). For Japanese learners of 
English, the difficulty of developing a sense of syllable count comes from the 
differences between English syllables and Japanese morae. A mora is usually a 
combination of phonemes that contains one vowel as a nucleus and an “onset” 
consonant before the vowel, or consists of only one vowel  (cf. Sugito, 1996; Saito, 
2010). Kubozono (1999) states that Japanese learners do not have a syllable -based 
sense of speech rhythm, so they tend to estimate the duration of a word using their 
sense of mora timing, that is, of the number of morae in it—these estimates are often 
incorrect, since morae do not line up well with syllables . This makes Japanese 
learners’ English listening skills  poor and their utterances less intelligible. Thus, 
English learners at the beginner level should develop a sense of syllable count in 
order to become aware of and accustomed to the prosodic features of English. 
In summary, rhythmic divergences between English syllables and Japanese 
morae make it difficult for Japanese learners to gain a good command of the English 
phonological system (Mori, 2011; Nishio, 2011), and many pronunciation problems 
Table 2-1 
Views of syllable count from several researchers (from San Duanmu, Syllable 
Structure (Oxford University Press, 2009), p. 1) 
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may result from differences between a Japanese-speaking English learner’s own (L1) 
phonological system and the wide variety of syllable types in English.  
 
2.3 Comparison between English and Japanese Accent  
2.3.1 Definition of Accent in the Study 
The common English definition of “accent” as “a way of pronouncing the 
words of a language that shows which country, area or social class a person comes  
from” (Oxford Advanced Learner ’s Dictionary, 6th edition, 2000) is accompanied in 
the field of linguistics by another equally important definition, that is, the one used 
here: “a distinct emphasis given to a syllable or word in speech by stress or pitch,” 
(Oxford Dictionary of English, 2nd edition, 2003). In the field of English phonetics, 
“word stress” or “stress” and “accent” are thus closely related terms, and there are 
some researchers who avoid the usage to reduce confusion (e.g., Cruttenden, 2014).  
However, in the field of Japanese phonetics and in that of English phonetics as 
taught in Japan, “accent” is widely used (as “stress” is too) (Sugito, 2000; Vance, 
2008). This is because the Japanese accent system is analogous to but qualitatively 
and phonologically different from that of English stress . More specifically, Japanese 
is a pitch accent language, which means that pitch is the prominent factor in an 
utterance. English in contrast, is a stress accent language, with more complex factors 
of prominence, such as intensity, duration, pitch and sound quality  (e.g., Ladefoged 
& Johnson, 2006; Lane, 2010). As the participants in this study are 
native-Japanese-speaking students learning English, in this dissertation “accent” is 
generally used for both Japanese and English. 
 
2.3.2 The Concept of a Syllable and Factors Related to Accent 
Before considering “accent,” the concept of a syllable should be briefly 
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explained, because accent is syllable-based. The smallest unit contributing to the 
rhythm of English sounds is the syllable. And in the large majority of words in 
stress-accent languages, one syllable receives the primary or most prominent accent 
(e.g., Lane, 2010). Other syllables might receive secondary accent or no accent 
(unaccented). 
Crosslinguistically, the expression of accent and prominence at the syllable 
level is said to have four factors: loudness, duration, pitch, and quality of sound 
(Ladefoged & Johnson, 2006; Lane, 2010; Roach, 2009; Ueda, Yamane, & Yamane, 
2002). Roach (2009, p. 74) states, “Generally these four factors work together in 
combination, although syllables may sometimes be made prominent by means of 
only one or two of them.” He also mentions that among the four factors, pitch has the 
strongest effect, while length is also a powerful factor (Roach, 2009). 
Rhythm in English is a product of accents and the isochronous intervals 
between them. If the rhythm of a language is produced by stress timing, the language 
is called a stress-timed language (Avery & Ehrlich, 1992; Celce-Murcia, Brinton, & 
Goodwin, 1996; Cruttenden, 2014; Ladefoged & Johnson, 2006; Roach, 2009). 
German, like English, is categorized as such. Stress timing can be contrasted with 
syllable timing; Spanish, French, and Italian are categorized as syllable-timed 
languages (Avery & Ehrlich, 1992; Celce-Murcia, Brinton, & Goodwin, 1996; 
Ladefoged & Johnson, 2006; Roach, 2009). Japanese is neither stress timed nor 
syllable timed but mora timed (Kubozono & Honma, 2002; Takubo et al. 1998; 
Vance, 2008), a concept that were already briefly explained in 2.1.3. 
 
2.3.3 Role of Accent 
Accent can convey the correct meaning of a word or can decide its function. 
That is, if the accent is perceived differently, the meaning or the function of the word 
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could change (Celce-Murcia, Brinton, & Goodwin, 1996). For example, if the word 
“present” is pronounced as /pré.zṇt/, receiving the accent on the first syllable, it is 
used as an adjective meaning ‘in this place’ or ‘existing or happening now’ or a noun 
meaning ‘gift’ or ‘the time now’; but if it is pronounced as /prɪ.zént/, receiving the 
accent on the second syllable, it is a verb meaning ‘give’ or ‘display.’ Dauer (1993, p. 
61) states that “stressing the correct syllable in a word is just as important as 
pronouncing the sound correctly. Words and phrases can have different meanings 
depending on which syllable is stressed.”  
As far as the Japanese accent system is concerned, it is widely agreed that 
Japanese accent, especially in Tokyo dialect, often relies on pitch to decide the 
meaning of the word (Enomoto, 2008; Kawagoe, 1999; Kubuzono, 1995; Saito, 
2010). In phonology, “it is noticed that Japanese words receive an accent placement 
called a ‘kernel’ just before a rapid falling pitch” (Takubo et al. 1998, p.  33). The 
accent with a kernel in a word like ame ‘rain’ is symbolized as [˦a˨me] in the 
International Phonetic Alphabet; this Japanese accent strategy is called pitch accent.  
 
2.3.4 Comparison of Accent in Tokyo Dialect with Accent in Kansai Dialect  
It is well known that Japanese (like most languages) has a large variety of 
dialects, in Japan’s case largely changing from east to west; the most common ones 
are Tokyo dialect and Kansai dialect, the latter spoken in and around Osaka and 
Kyoto prefectures. To a Japanese speaker, Tokyo dialect and Kansai dialect are 
obviously different in accent and vocabulary (Kindaichi & Akinaga, 2010; Sugito, 
2012; Yamashita, 2013).  
Tokyo dialect is closely related to standard Japanese, and is a mora -timed 
language (e.g., Kubozono et al., 2002). A mora is usually a combination of phonemes 
that contains one vowel as a nucleus and optionally a consonant before the vowel 
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(e.g., Kubozono et al., 2002; Kubozono, 1999). In contrast, Kansai dialect has 
somewhat different phonological accent features. Take the word ame ‘rain’ as an 
example, in Tokyo dialect it is pronounced / / (the double hooked line indicates 
that the word starts with a high pitch and drops rapidly at /me/ ). However, in Kansai 
dialect it is pronounced / / (that is, /a/ has a low pitch, which rapidly rises at 
/me/). Sugito (2012) points out that there are other articulatory differences at the 
segmental level between Tokyo dialect and Kansai dialect, and that the manner of 
articulation in Kansai dialect is much like that in English.  
 
2.4 Psychological Viewpoints on the Intersection between Language Acquisition and 
Music 
2.4.1 The Relationship of Language Acquisition with Music and Rhythm 
Listening to songs and/or singing along is an everyday activity: at home, in the 
car, or in the streets; on TV, on the radio, or on a dedicated music player such as an 
iPod; we may participate in a choir, enjoy singing at a karaoke place, or go to a 
concert. From ancient times to the present day all over the world, songs have made 
people happy and joyful or have calmed their sorrow. Moreover, singing songs has 
been used as a way to perpetuate cultures, to convey information, or even to rule 
over people (Levitin, 2009; Umemoto, 1999; Washino, 2008).  
    No known culture is without language, and no known culture is without music. 
Patel (2008, p. 355) states that from an evolutionary standpoint, language and music 
are peculiar phenomena, because they occur only in human beings. The relationship 
between language and music thus also comprises a human characteristic (Patel, 
2008). Darwin (1879, p. 639) states that, “musical sounds afforded one o f the bases 
for the development of language.” Moreover, several researchers have investigated 
other species’ song-like behaviors, such as birdsong or whalesong, but have found 
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that those songs are quite distinct from each other in both function and form (e .g., 
Darwin, 1879; Gardner, 2004; Harley, 2008; Masataka, 2001; Umemoto, 1999). 
These characteristics of human songs that differentiate them from other species’ 
songs promote the development and utilization of human language. As Harley (2008, 
p. 3) states, “language is an essential part of what it means to be human, and sets us 
apart from other animals.” He also mentions that “language is a communication tool 
which only belongs to human beings.” The process of language acquisition in 
infancy, viewed from the psychological viewpoint, can flesh out what is stated 
above. 
Infant language development is often said to have its origin in song: 
“awareness of song gradually makes it possible to think things in a highly logical 
manner” (Masataka, 2001). For instance, newborn babies are said to perceive 
language as a sort of music (Levitin, 2009; Masataka, 2001). Noting that children, 
unlike adults, live in a play-centered world, Umemoto (1999, p. 2) insists that 
singing serves as a very important nutrient of the mind, requisite to their lives and 
growth. 
Taking mother-infant interaction as an example, babies are said to love music 
by nature and to acquire their language through musical interaction with their 
mothers. That is, mothers tend to talk to their children in wide pitch ranges and using 
repetitive rhythms, delivering clear emotional and instructive (knowledge-giving) 
content (Levitin, 2009, p. 143). Infants listen to their mothers’ talk not as talk but as 
music (Levitin, 2009; Masataka, 2001). It is not an exaggeration, therefore, to say 
that infants, as well as children, grow and develop language through song.  
     Human songs overtly conceived as “musical languages” as distinct from 
“musical” sounds of other animals, seem always to have been utilized for childre n’s 
learning. Levitin (2009, p. 144) stats that “in all cultures that have a number system, 
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children have counting songs, rhyming ditties, to help them learn their number line 
by rote. In our culture these can be partly sung and partly spoken, and they typ ically 
do double duty to train motor coordination, as in jumping rope songs.” Moreover, 
students tend to use song-like tonal utterances with gradual pitch shift and rhythm to 
chant numbers or lines of words. For instance, when students in Japan learn a 
multiplication table, they tend to chant in a duple meter.  
     The relationship between songs and language acquisition for fifth and sixth 
graders has been mentioned empirically. However, the author (at the time of writing) 
has yet to encounter an experimental study verifying this relationship. The studies 
cited above show songs to be essential to develop infants' and children's emotional, 
linguistic, and communicative skills.  
 
2.4.2 Importance of Holistic Process of Language Acquisition and Song/Chant Use 
    Reviewing the previous research on music and language learning in the area of 
neuropsychology, several interesting and useful details were found. Ikari (2011, pp. 
161-162) states that language acquisition for young learners proceeds from a holistic 
to an analytic process. Thus, to help their students acquire practically usable English, 
teachers should consider the instructional methodology, encouraging students to 
listen to English at a natural speed as much as possible, pausing between large 
meaning chunks, and using rhythms like those in Jazz Chants or other songs. 
     Ikari’s study contains a very important insight: when teachers use songs and 
chants to teach English, they should help students grasp the overall picture of the 
song first. Even when they teach meaning, teachers should teach the meanings chunk 
by chunk rather than word by word, in sizes that can be understood by students 
(Masaki, 2013) 
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2.5 Main Research Questions 
Reviewing the previous studies and reflecting upon the discussion above, the 
author would like to put forward the following three main research questions: 1) 
How effective are songs and chants to improve Japanese elementary school students’ 
English pronunciation? 2) How effective are songs and chants on psychological 
aspects of learners in English activity classes that facilitate learning? And 3) What 
considerations should teachers keep in mind when introducing chants or songs into 
English activities? 
     In the next chapter, Chapter 3, the effects of SCM as a teaching/learning 
method on prosodic aspects will be examined. Comparing the effects among second 
graders with those among fifth graders, the (in)effectiveness of SCM and the 
differences between the grades will be discussed.  
 
Notes 
1. The term English or natural English used in this dissertation stands for English 
spoken in General American (GM) or in General British (GB)  English. In the 
globalized world, there are increasing varieties of English; however, Japanese 
elementary school students should start by learning standard English. The author 
chose GA and GB as a standard or a model because of the following four 
reasons:. 
1) To avoid confusing novice English learners, they should be limited to learning 
a single English variety.  
2) As the US and Britain have greatly influenced the world’s economy and 
culture, countries exposed to these influences may use a variety similar to GM 
or GB as a model. (Cruttenden, 2014; Takebayashi & Saito, 2008). As Japan 
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has been historically influenced by the US and Britain, Japanese learners may 
be using versions of GA or GB as a model. 
3) As English and Japanese have different phonological systems (e.g., 
stress-timed vs. mora-timed), English is a suitable language for Japanese 
elementary school students to “to learn their differences from Japanese, and 
become aware of the interesting aspects and richness of language,” which is 
one of MEXT’s objectives for Foreign Language Activities (MEXT, 2008c).  
4) The model voices used in the material and tests were recorded by the ALT 
who is from Seattle and spoke GA. 
2. The term authentic language use refers to understanding the target language’s 
lifestyle and culture. Having cited a large number of references, Lessard-Clouston 
(1997) states that language teaching is culture teaching.  Using Chicken Soup as an 
example of authentic language use, in the chant, “He eats Chicken Soup for 
Lunch” by Graham (1994), the soup is both a symbol of American cooking but 
also a typical cold remedy in the Euro-Americans lifestyle. Thus, students can 
learn American culture by comparing this to the miso soup culture in Japan. 
3. In Japan, elementary school students learn English as a Foreign Language in 
Foreign Language Activities Classes, thus for Japanese students , English is not a 
Second language (L2) but a Foreign Language (FL).  
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3. Effects of Syllable Chants Method (SCM): Study 1 
3.1 Introduction 
3.1.1 Purpose and Hypothesis of this Study 
In elementary school English classroom, English songs and chants are thought 
to be effective materials by virtue of their familiarity, enjoyableness and simplicity 
(e.g., Kanamori, 2007; Slattery and Willis, 2001; Yatsugi, 2005). Yatsugi (2005, pp. 
120-121) states that “songs, rhymes and chants can be used easily as students can 
enjoy such materials remembering the words unconsciously anywhere at any time.” 
The effects of using songs and chants have thus been widely known; however, there 
is limited research on the relationship between the rhythm in songs and chants and 
that in syllables. In particular, the author could not find any experimental work on 
ways to help Japanese elementary school students count English syllables using 
songs and chants. 
     The primary purpose of this study in this chapter is to investigate the effect of 
songs and chants for developing an ability to count syllables.  The method introduced 
in this study is called the Syllable Chants Method (henceforth, SCM. The 
explanation of SCM will be given in the next sub-section). As mentioned previously 
in Chapter 2, one of the effects of using songs and chants is the “prosodic effect”; 
moreover, syllables constitute English words and have influence on their stresses 
and rhythms (Nishio, 2011), thus it is very important for English learners to improve 
their syllable counting ability. In this study, songs and chants were hypothesized to 
be very effective for developing an ability to count syllables. Thus, they were 
introduced first in second graders’ classes, then , as a follow-up study, in fifth 
graders’ classes1. 
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3.1.2 Methodological Background of SCM 
SCM (Syllable Chants Method) is a material which was developed by the 
author, using a chant material adapted from the chant Zebra, elephant, cow (Graham, 
2006, p. 84) as a model. The chant is originally introduced in Creating Chants and 
Songs by Graham. In the book, the main aim is said to be animal vocabulary building, 
however, in addition to the main purpose, the material encourage students to know 
how to count syllables in words as well.  
Thus it is important to know that the model chant has 2 syllables, 3 syllables, 1 
syllable pattern. As the book is a resource book, teachers are encouraged to create 
material chants with the same syllable pattern. Moreover, teachers are encouraged to 
have their students create their own material chants. The material is empirically 
supposed to be effective to nurture sense of syllable counting. Further details are 
shown later in Section 3.2, Study Preparation, Section 3.3 , Procedure.  
 
3.1.3 Research Questions 
The present study was carried out to test those hypotheses mentioned above. 
The following three research questions (RQs) were addressed:  
RQ1: Is the SCM effective in helping students develop a sense of counting  
syllables? 
RQ2: What are the problems that emerge when students miscount syllables?  
RQ3: What are the similarities and differences in the syllable counting  abilities 
between second and fifth graders?  
 
3.2 Participants and Material Preparation 
3.2.1 Participants 
Participants in the present study consisted of two groups of students from 
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different schools: Second graders from school A in the southern part of Hyogo 
Prefecture and fifth graders from school B in Kyoto (in the southern part of Kyoto 
Prefecture)
2
. 
 
3.2.1.1 Participants from school A (2nd graders) 
Participants from school A comprised 104 second-graders with 49 boys and 55 
girls. In this school, English had been taught to all students for the past 11 years, 
with its own curriculum for English activity classes. The English activity class was 
taught by the homeroom teacher together with a male American Assistant Language 
Teacher (ALT) in his late 30s from Seattle. The class was conducted once a week 
throughout the year, except during school events such as the athletics carnival or 
school concert; the students thus had 35 periods or more of English classes per year. 
In the first grade, students learned the names of household utensils, stationery, 
colors, animals, shapes, body parts, and so forth. Moreover, they learn ed the 
expressions of feelings, such as happy, fine, hungry, full, and thirsty, as well as how 
to talk about the weather and count to 20. In the second grade, corresponding to the 
participants in this study, they learned to express more subtle feelings, such as sad, 
angry, and tired, in addition to the days of the week and the months. The English 
activity curriculum for second-graders included songs and chants, games, Total 
Physical Response (TPR), reading picture books to students, and arts and crafts to 
prepare for typical seasonal events, such as Halloween or Christmas. The overview 
of the English activities’ curriculum for the school is shown in Table 3 -1 below. 
As this school plays an important role as a pilot study school in the region and 
prefecture, parents and students had consented to use the students’ data as long as 
their privacy and personal information were protected. They submitted a consent 
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form (see Appendix A) and agreed for the data to be used in this study; for the 
students in school A, students’ data collection was thus conducted ethically. 
 
 
3.2.1.2 Participants from school B (5th graders) 
Participants from school B comprised 107 fifth graders with 48 boys and 59 
girls. In this school, English has been taught to fifth and sixth graders since the 
revision of the Course of Study, newly introducing Foreign Language Activities into 
fifth and sixth grades. School B did not have its own curriculum; thus, the textbooks 
and their DVD-based materials Hi, friends! 1 and 2 were used. These textbooks and 
materials were developed by the MEXT for the purpose of helping schools and 
teachers teach Foreign Language Activities. The contents consist of listen ing and 
communicative activities based on daily life, songs and chants, role -plays, and basic 
and preliminary reading and writing for the junior high school English curriculum.  
Every English activity class is taught by three teachers: the homeroom teacher,  
the teacher specialized in English teaching, and an Assistant Language Teacher 
(ALT) from an English speaking country. The class is conducted once a week 
throughout the year; the students thus have 35 periods or more of English classes per 
year. Before the experiment, permission to conduct the study and to use the students’ 
Table 3-1 
General Outline and Contents of the English Activities  
Weekly class taught by homeroom teacher and native English
speaker;  songs or chants for the first 10 to 15 min of the class.
First and second Songs and chants, reading picture books, games,  Total Physical
grade Response (TPR), crafts.
Third and fourth Songs and chants, role-playing, interactive activities with interviews or
grade tours around the school, learning about foreign cultures.
Fifth and sixth Speeches in English，composition of skits or role-playing,
grade asking questions, differences between Japanese and foreign cultures.
General outline
Contents
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data were requested and allowed by the principal, as long as students’ privacy and 
personal information are protected. The study for fifth graders was thus also 
conducted ethically as school A was. 
 
3.2.2 Word Collection for the Exercise and Pre- and Posttests 
Before conducting the experiment, words used in the pre- and posttests as well 
as the exercises were collected with regard to the number of syllables and syllable 
structure. The data were collected from several documents: the curriculum used in 
school A, JACET 8000 Eitango (Aizawa, Ishikawa, & Murata, 2005), a research 
paper on vocabulary in Eigo Note 1 and 2 (Chujo, Nishigaki, & Miyazaki, 2009), and 
the children’s English learning website called Kids@nifty. Consideration was given 
to the following points when collecting, selecting, and grouping words:  
(1)  Words collected for the tests or exercise were pertinent to both this study 
and students’ learning. In other words, whatever the students experienced 
on a daily basis in their school was the subject of the learning. Students 
come to school to learn, not to be tested. This belief was the first priority 
when collecting words. 
(2)  Concerning the above, words were selected on the supposition that students  
already knew them or that they would learn them in the near future. 
Otherwise, they knew them as loanwords from English.  
(3)  The collected words consisted of monosyllabic, disyllabic, or trisyllabic 
words, since the original chant “Zebra, elephant, cow,” used in this study, 
had the same variety of syllable numbers. Words were classified into 
several categories that related to students’ daily lives or school, such as 
foods, sports, animals, and days of the week. Thereafter, the words were 
classified into groups following the two-three-one syllable pattern, such as 
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“panda, dinosaur, dog” or “Monday, holiday, game.” That is, the same 
pattern as found in the original chant. When grouping words, consideration 
was given so that the groups related to the same category or had a similar 
context. For example, the meaning of the three-word set, “Monday, holiday, 
game,” was “As last Monday was a holiday, I played the (video) game.”  
(4)  To assemble the song and chant sets for practice, words with the same 
syllable as the test words were collected. For instance, concerning syllable 
structures, when the test word was “monkey” with a syllable structure of 
CVCCV, (V = vowel, C = consonant), “panda” was selected on account of its 
parallel syllable structure. However, there were severe limitations in terms 
of collecting words with the same syllable pattern, as students had limited 
experience and vocabulary. If it was impossible to find words with the same 
structure, those with similar structures were substituted.  
     The list of matching words is shown in Table 3-2. In the list, to determine the 
pronunciation symbols and the syllable boundaries, Taishukan’s Unabridged Genius 
English-Japanese Dictionary (Konishi, Minamide, & Taishukan, 2001) was 
consulted.
3
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Table 3-2 
Syllable Structures of Test and Exercise Words 
Note. NoS = Number of syllables; C = consonant; V = vowel; V
S
 = semivowel; 
C
S
 = syllabic consonant; /ḷ/ = syllabic consonant of /l/. Pronunciation symbols 
were determined by consulting Taishukan’s Unabridged Genius English- 
Japanese Dictionary (Konishi, Minamide, & Taishukan, 2001).  
Test Words Syllable Structures NoS Exercise Words Syllable Structures NoS
1 grape CCVC 1 crepe CCVC 1
/ɡ r eɪ p/ /k r eɪ p/
2 orange VCVCC 2 onion VCV
S
VC 2
/ɑɚ r ɪ n ʤ/ /ʌ n j ə n/
3 pineapple CVCVCC
S 3 green apple CCVC VCC
S 3
/p aɪ n æ p ḷ / /ɡ r iː  n//æ p ḷ /
4 peach CVC 1 beach CVC 1
/p iː  ʧ/ /b iː  ʧ/
5 lemon CVCVC 2 melon CVCVC 2
/l e m ə n/ /m e l ə n/
6 cherry CVCV 2 jelly (fish) CVCV(CVC) 3
/ʧ eɚ r i/ /ʤ e l i/(/f ɪ ʃ/)
7 strawberry CCCVCVCV 3 straw hat CCCV CVC 2
/s t r ɔː b eɚ r i/ /s t r ɔː//h æ t/
8 baseball CVCCVC 2 football CVCCVC 2
/b eɪ s b ɔː l/ /f ʊ t b ɔː l/
9 volleyball CVCVCVC 3 soccer ball CVCV CVC 3
/v ɑ l i b ɔː l/ /s ɑ k ɚ/  /b ɔː l/
10 star CCV 1 square CCV
S
V 1
/s t ɑɚ/ /s k w eɚ/
11 circle CVCC
S 2 oval VCC
S 2
/s ɚː k ḷ / /oʊ v ḷ /
12 triangle CCVVCCC
S 3 rectangle CVCCVCCC
S 3
/t r aɪ æ ŋ ɡ ḷ / /r e k t æ ŋ ɡ ḷ /
13 pig CVC 1 dog CVC 1
/p ɪ ɡ/ /d ɔ ɡ/
14 monkey CVCCV 2 panda CVCCV 2
/m ʌ ŋ k i/ /p æ n d ə/
15 buffalo CVCVCV 3 dinosaur CVCVCV 3
/b ʌ f ə l oʊ/ /d aɪ n ə s ɔɚ/
16 Sunday CVCCV 2 Monday CVCCV 2
/s ʌ n d eɪ/ /m ʌ n d eɪ/
17 Saturday CVCVCV 3 holiday CVCVCV 3
/s æ t ɚ d eɪ/ /h ɑ l ə d eɪ/
18 hand CVCC 1 desk CVCC 1
/h æ n d/ /d e s k/
19 pencil CVCCC
S 2 pencil case CVCCC
S
 CVC 3
/p e n s ḷ / /p e n s ḷ / /k eɪ s/
20 ruler CVCV 2 teacher CVCV 2
/r uː l ɚ/ /t iː  ʧ ɚ/
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3.2.3 Flash Cards and Music Preparation 
Flash card images for the English activities were taken from the design portal 
site Gu-mantan! tsukaihôdai Lite 30 [Full of materials without limitation! Lite for 30 
days], which provides original materials for information and communications 
technology (ICT) production for a 30-day contract. Material CDs purchased by the 
author were also used. Thus, the copyright of the images used on the flash cards was 
not violated. The images were color-printed on A4-size paper and then laminated, 
with small rubber magnets placed on the back of each card.   
The chant, “Zebra, elephant, cow,” from Creating Chants and Songs  by 
Graham (2006) was used in the orientation class. The words are as follows:  
 
With the materials mentioned above, in order to instruct students using 
syllable chants in the exercise classes, a piano accompaniment was created using the 
music production software Singer Song Writer Lite 6.0. The tempo of Graham’s 
chant was approximately 68 beats per minute (BPM), which was considered to be 
rather fast for English beginners in an elementary school. The author created slower 
chants with a tempo of approximately 60 BPM.
4
 The words of song and chant sets 
were recorded by the ALT of school A.  
In this way, eight sets of SCM material with corresponding test words to their 
sets were created by the author with help of the ALT. A list of words used in the 
study is shown in Table 3-3, indicating material words sets and corresponding test 
words to their materials. 
 
 
 
Zebra, elephant, cow. Zebra, elephant, cow. 
Zebra, elephant, zebra, elephant, zebra, elephant, cow (Graham, 2006, p.  84). 
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3.3 Procedure 
One of the purposes of the study in this chapter was to compare the 
effectiveness of SCM between second graders and fifth graders; thus, several 
advance arrangements should have been made before conducting the experiment on 
5th graders from school B. For example, the teaching plan was written precisely. The 
same materials were prepared and used in both schools. In order to share the image 
of the instruction, a video clip of the lessons of school A was presented to the 
collaborators of this study. In addition, face-to-face preliminary discussions were 
held several times between the author and the chief collaborator of this study. Thus, 
the instructions for both school students were conducted under the same conditions. 
That is, the number of practice time and the quality of instructions were controlled at 
the same level. 
Table 3-3  
Material and a Test Word List  
Note. The dash ‘–’ indicates that there is no corresponding word. 
 
2 syllables 3 syllables 1 syllable Category or meaning
Original (Graham, 2006) zebra elephant cow Animals
Material words, Set 1 panda dinosaur dog
Corresponding test words to set 1 monkey buffalo pig
Material words, Set 2 teacher pencil case desk
Corresponding test words to set 2 ruler pencil (case) hand
Material words, Set 3 Monday holiday game
Corresponding test words to set 3 Sunday Saturday -
Material words, Set 4 oval rectangle square
Corresponding test words to set 4 circle triangle star
Material words, Set 5 straw hat jelly(fish) beach Summer at a beach
Corresponding test words to set 5 strawberry cherry peach Fruits
Material words, Set 6 melon lemonade cake
Corresponding test words to set 6 lemon - -
Material words, Set 7 football soccer ball kick
Corresponding test words to set 7 baseball volleyball -
Material words, Set 8 onion green apple crepe
Corresponding test words to set 8 orange pineapple grape
Animals
Classroom
Day and how to spend it
Shapes
Candy
Sports
Various food
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The study took place over six periods, which were conducted in consecutive 
weeks, and each practice time lasted between 15 and 20 minutes per period. 
Throughout the study, the same SCM materials were used. The process of the 
experiment is summarized as follows in the sub-sections. 
 
3.3.1 Orientation 
Prior to the pretest and exercise, students were taught how to count s yllables, 
using the original chant. To explain the technical term “syllable” to students, the 
words “oto” or “eigo no oto” (“a sound” or “a sound of English”) and “rizumu” 
(“rhythm”) were used. To help students understand the concept of a “syllable,” these  
words were assumed to correspond to the developmental stage of elementary school 
students. 
At the beginning of the orientation, three flash cards, each containing a target 
word from the chant (i.e., zebra, elephant, and cow), were put on the blackboard. T he 
ALT read these words aloud twice to the second graders, while the fifth graders 
listened to the CD twice as the ALT who had recorded the SCM materials was not 
present. At the same time, both schools’ students repeated the words after the model 
reading. They were asked how many syllables there were in each word. At first, 
students naturally thought that the word “cow” had “two oto” (two sounds), 
according to the Japanese phonological system. Thus, they were very surprised when 
they were taught that “cow” is a monosyllabic word and has just one sound (syllable). 
After verifying their answers, the ALT or the collaborator (the instructor of school 
B) read the words again, this time accompanying each syllable with hand clapping. 
Students then were briefly taught that there are differences between numbers in 
English syllables and Japanese morae, and showed them how to count syllables by 
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clapping their hands while chanting the words. Students thus learned the number of 
syllables in each word and how to count them. 
 
3.3.2 Pretest Data Collection 
In the second period of the study after the orientation, students took a pretest  
(see Appendix B). The test words comprised 20 words and the test took around 17-20 
minutes of the 45-minute class. Students were told to line up their desks and chairs 
with enough space between them so as not to look at others’ answers. Before the 
pretest, students briefly reviewed the chant practiced during the previous class. After 
the review, the pretest papers were distributed to students, and the author or the 
collaborator told them how to proceed. Considerations for the pretest were thus 
given according to the following points:  
(1)  Students were asked to write each answer after listening to the word. They 
were instructed not to guess the answers using information from the 
pictures on the answer sheet before listening. 
(2)  Students were also asked to fill in all blanks.  Even if they felt unsure about 
the answers, they were allowed to rely on their intuition. This 
announcement was made so that students felt comfortable about answering 
all questions and could write as many answers as possible.  
(3)  When counting the syllables, students were told not to make any noises, 
such as clapping or counting aloud. However, they were permitted to count 
on their fingers or clap quietly on their chests as long as the actions did not 
disturb others or provide them with hints.  
(4)  As the young students did not have a long attention span, the sets were 
divided into two parts. They were given a short rest and told to make sur e 
that they wrote all answers on the sheets.  
40 
Finally, the students took the pretest while listening to the CD recorded by the 
ALT. On the CD, all words were repeated three times. A time lapse of four seconds 
was allotted between the same words and eight seconds between the different words. 
After the pretest, the test papers were collected and scored, although the results were 
not returned to students since the same words found in the pretest were later used in 
the posttest to investigate the effect.  
 
3.3.3 Exercise 
From the third to fifth period, the SCM exercise materials were administered. 
Students practiced eight sets of songs and chants in total: two sets in the third period 
and three sets in the fourth and fifth period. This took around 13 minutes for the two  
sets and 18 minutes for the three sets. Before beginning the exercise, students 
reviewed the songs and chants learned in the previous class. For each exercise class, 
the students listened to the chant first, and then the teachers asked what words they 
had heard and how many syllables they contained. Three flash cards were put on the 
blackboard when students answered correctly. The ALT (in school B, the CD player 
was used) read the words aloud twice and students repeated them after him.  
The model chant was then played twice from the CD, with students repeating it. 
After the exercise using the chant, the song containing the same vocabulary as the 
chant version was played and students again repeated it twice.  
 
3.3.4 Posttest Data Collection 
Finally, in the sixth period, a posttest was conducted. In order to compare the 
results, the same words and the same routine were used in the posttest as in the 
pretest; the test results were not given to students. For students, the aim was not to 
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learn the results and practice more, but to enjoy chanting and singing and be aware 
of the difference between Japanese and English phonological systems. 
 
3.4 Results and Discussion 
3.4.1 General Overview of the Results 
Tables 3-4 and 3-5 show the pre- and posttest mean scores for ability to count 
syllables in both grades. Table 3-4 shows the results of second grade students and 
Table 3-5 shows the results of fifth grade students. In Table 3-4, the test indicates a 
significant improvement between the pretest (M = 11.56, SD = 4.38, N = 87) and 
posttest (M = 16.02, SD = 3.18, N = 87) at a p < .001 level of significance. In Table 
3-5, the test indicates a significant improvement between the pretest (M = 14.26, SD 
= 2.71, N = 107) and posttest (M = 16.62, SD = 2.37, N = 107) at a p < .001 level of 
significance. In addition, it should be noted that the effect sizes (d = 1.16 of second 
graders and 0.93 of fifth graders) are both large enough and the p-value of .000 
demonstrates a significant difference. 
 
 
 
N M SD df t p d
pre 107 14.26 2.71
post 107 16.62 2.37
106 8.31 .000** 0.93
Table 3-5 
Results of the Paired t-test (two-tailed) Pre- and Posttests of Fifth Graders’ 
Syllable Counting 
Note. A double asterisk ** indicates a significant difference between the pre - 
and posttest at a level of p < .001. 
Table 3-4 
Results of the Paired t-test (two-tailed) Pre- and Posttests of Second Graders’ 
Syllable Counting 
Note. A double asterisk ** indicates a significant difference between the pre - 
and posttest at a level of p < .001. 
N M SD df t p d
pre 87 11.56 4.38
post 87 16.02 3.18
86 11.41 .000** 1.16
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Figure 3-1 shows the mean growth between the pretest and posttest scores by 
the second graders and fifth graders respectively. The second graders’ growth rate 
seems to be higher than that of the fifth graders, as the second  graders’ line has a 
steeper gradient and the second graders’ posttest scores approximates that of the fifth 
graders. Thus, this would suggest a possible interaction effect.  
     In order to verify if there was an interaction, a two-way ANOVA with repeated 
measures ANOVA was performed. It had a 2×2 factorial design, where there were 
two levels (second and fifth grades) of one factor and two levels (pre - and posttests) 
of the other. The former was a between-subjects design and the latter was a 
within-subjects design. In this design, even though a difference in an interaction was 
detected, there was no need of a multiple comparison as there were only two 
dependent variables (i.e., the two levels: pretest score and posttest score).  
     Table 3-6 shows the results of the two-way ANOVA with repeated measures 
ANOVA. As seen in the table, it was revealed that there was a significant difference 
between the second graders’ and the fifth graders’ result at a p < .001 level of 
significance, where the fifth graders were superior to the second graders in counting 
syllables (F(1, 192) = 17.432, p = .000, η2 = .083). Moreover, it was revealed that 
Figure3-1. Score growth aspects in SCM. 
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there was a main effect between the pretest and the posttest score at a p < .001 level 
of significance, where the posttest score was superior to the pretest score (F(1, 192) 
= 208.304, p = .000, η2 = .520). On the other hand, there was a significance in the 
interaction between grades and pre- and posttests (F(1, 192) = 19.867, p = .000, η2 
= .0.94), as was predicted in Figure 3-1.  
 
 
     Considering the above results, it was revealed that the SCM can improve 
syllable counting ability for both the second graders and the fifth graders. It was also 
revealed that before practicing using the SCM, the fifth graders were superior to the 
second graders in terms of counting syllables. However, after practicing, the second 
graders showed more improvement in growth rate than the fifth graders. Thus, 
SCM’s effects seemed to be more powerful for the second graders than for the fifth 
graders.  
     Figure 3-2 shows an overall view of the changes in each individual word 
between the second graders’ pretest and posttest. Figure 3 -3 shows the same result 
for fifth graders. The pairs of bars show the percentages of correct  answers for every 
pretest and posttest word. The pairs of bars are arranged in descending order of  
percentages of correct answers on the posttest . Syllable numbers are indicated in 
parentheses. The results from Figures 3-2 and 3-3 demonstrate mostly similarities in 
correct answer rates. For example, nine of the top ten-rated correct words are the 
Table 3-6 
Results of the Two-way ANOVA with Repeated Measures ANOVA of Second 
Graders’ and Fifth Graders’ Syllable Counting 
Type III Sum
Source of Squares df MS F Sig. of F partial η
2
Grade 260.058 1 260.058 17.432 .000 .083
Pre- and PostTest 1114.273 1 1114.273 208.304 .000 .520
Test * Grade 106.273 1 106.273 19.867 .000 .094
Error 1027.057 192 5.349
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same in the fifth grade as in the second grade results. Only one word, volleyball, is 
exceptional, lying 13th from the top in the fifth grade results. Likewise, words with 
liquid sounds, such as cherry, strawberry, orange, and lemon had low correct answer 
percentage rates for both graders even in the posttest.  
 
 
 
Figure 3-3. Percentages of correct answers for fifth graders’ syllable count scores.  
 
Figure 3-2. Percentages of correct answers for second graders’ syllable count scores.  
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3.4.2 Discussion of Type I Problem Words: Case of Cherry 
In order to examine the differences between the pretest and posttest, individual 
words were investigated using the McNemar’s test. Tables 3-7 and 3-8 show the 
Problem Words (PWs) in each grade, which were extracted from the results of a 2×2 
classification of paired percentages of correct answers on the pre- and posttest for 
syllable counting. The PWs were selected based on the following criteria: both (1) 
the posttest correct answer rate is 85% or less and (2) the difference between pre - 
and posttest is not significant or the opposite effect is shown, or the posttest correct 
answer rate is less than 66%. If the criteria could fulfill these conditions, words that 
students could not perform well on were selected adequately. That is, words were 
eliminated if they fell in the top 50% of the scores, showed significantly 
improvements, and had good results despite the test results. In this paper, this type 
of PW is called a Type I Problem Word. 
The results indicate that the PWs lemon, ruler, cherry, and strawberry are 
common to both second and fifth graders but that the PW orange is specific to fifth 
graders. Interestingly, all Type I PWs contain the liquid sounds /r/ or /l/.  
 
 
Note. Values in the pre- and posttest columns indicate percentages of correct answers. 
A single asterisk * indicates p < .05. A double asterisk ** indicates p < .01. opp. = 
opposite effect.  
Table 3-7 
Problem Words in the Second Graders’ Results Indicating Percentages of Correct 
Answers and p-Values Using McNemar’s Test 
Words Pretest Posttest Cramer's V Effect Size p Note
lemon 71.3 77.0 0.552 .08 - .229
ruler 57.5 64.4 0.658 .09 - .209
cherry 73.6 58.6 4.364 * .22 Small .037 oppo.
strawberry 32.2 56.3 11.429 ** .36 Medium .001
the Value of χ2
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     Among all the test words in the second graders, the correct answer in cherry in 
the pretest outnumbered the results from the posttest. This result indicates a 
significant difference between the pretest and the posttest at a p < .05 level. That is, 
the p-value from the McNemar’s test was .037; however, the effect size was “Small” 
(χ2 = 4.364, Cramer’s V = .22). The percentage of correct answers on the pretest was 
74%, and that of the posttest was 59%. This means the exercise had the opposite 
effect of what was expected, even though the exercises were conducted.  
Considering the result of cherry further, fifth graders’ data will be examined 
next. The fifth graders’ result of cherry indicates no significant difference between 
the pretest and posttest at a .05 level of significance; the p-value from the 
McNemar’s test indicated .108, and  the effect size was “Small” (χ2 = 2.564, 
Cramer’s V = .23). However the percentage of correct answers on the pretest was 
68%, and that of the posttest was 58%; thus, the difference of 10% between the 
pretest and posttest also indicates opposite effect and  seems rather large. Since the 
result from the word cherry was problematic, it should be examined carefully in 
detail in this sub-section. 
Table 3-8 
Problem Words in the Fifth Graders’ Results Indicating Percentages of Correct 
Answers and p-Values Using McNemar’s Test 
 
Note. Values in the pre- and posttest columns indicate percentages of correct answers. 
A single asterisk * indicates p < .05. opp. = opposite effect. 
Words Pretest Posttest Cramer's V Effect Size p Note
ruler 79.4 85.0 .37 - .263
orange 74.8 72.9 0.031 .23 - .860 (oppo.)
lemon 83.2 71.0 3.892 * .04 Small .047 oppo.
strawberry 57.0 64.5 0.800 .12 - .371
cherry 68.2 57.9 2.564 .23 - .108 (oppo.)
the Value of χ2
Exact. sig.
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The detailed results from the pre- and posttests for cherry are presented in 
Table 3-9 and Figure 3-4 for second graders, and Table 3-10 and Figure 3-5 for fifth 
graders. For both graders, it was the only word for which the correct answer rate 
dropped considerably in the posttest.  
 
 
 
 
 
Table 3-10  
Results of Cherry’s Pretest and Posttest from fifth graders  
N  = 107 1 syllable 2 syllables 3 syllables more than 4
pretest 33 73 1 0
posttest 44 62 1 0
Figure 3-4. Results of the rate of answers in cherry’s pre- and posttest from 
second graders. 
N  = 87 1 syllable 2 syllables 3 syllables more than 4
pretest 13 64 5 5
posttest 33 51 2 1
Table 3-9  
Results of Cherry’s Pretest and Posttest from second graders  
Note. The number indicates how many students chose each answer. 
Here, the correct answer is “2 syllables.”  
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One possible cause of this decrease is that students might have felt the syllable 
number was smaller because the duration of the word would have been short. To 
confirm this hypothesis, durations of disyllabic words in the test were measured 
using Praat, version 5. 3. 22 (Boersma & Weenink, 2012). Calculating an average of 
all the disyllabic test words revealed little difference between the duration of cherry 
and the average duration of all disyllabic words. However, the duration of lemon is 
comparatively shorter and the duration of orange is comparatively longer than the 
average. Thus, the hypothesis related to word duration was rejected. The results are 
shown in Table 3-11 and Figure 3-6. 
Next, the author examined low-score words in the pretest to identify another 
possible reason for the decrease. In particular, the low-score words strawberry, 
cherry, ruler, and orange were examined as they represented the type I PWs as 
mentioned previously. Interestingly, all of these words contain liquid sounds in the 
onset positions of the second or third syllables , such as the /r/ in “cherry,” and 
“strawberry,” or in coda positions of the first syllables, such as the /l/ in “ruler” and 
/r/ in “orange.” 
 
Figure 3-5. Results of the rate of answers in cherry’s pre- and posttest from 
fifth graders. 
49 
 
 
Liquid sounds have several features that are similar to vowels. In order to 
verify this relationship, a set of contrasting components known as distinctive 
features are cited from The Cambridge Encyclopedia of Language Second Edition  
(Crystal, 1997). Table 3-12 shows the English consonant matrix and Table 3-13 
shows the matrix for a seven-vowel system. In Table 3-14, the four phonemes /u/, /e/, 
/l/, and /r/ are placed side-by-side to compare the vowels /u/ and /e/ with /l/ and /r/.  
These three figures show that the phoneme /u/ shares four features with the 
consonants /l/ and /r/: vocalic, diffuse, voice, and continuant. No other consonants 
share as many similar features as those phonemes, with the exception of the 
semivowel /w/. Surprisingly, the phoneme /e/ shares a total of 8 out of 10 features 
with consonantal /l/ and /r/: vocalic (+), compact ( -), grave (-), flat (-), voice (+), 
continuant (+), strident (-), and nasal (-). Thus, it is possible that students treated 
liquid sounds as vowel-like phonemes, resulting in the miscount of syllables. As a 
Table 3-11 
Durations of Disyllabic Words  
Pronounced by ALT 
Note. s = second 
s   
orange 0.762
Sunday 0.675
circle 0.663
baseball 0.659
2 syllables monkey 0.650
pencil 0.640
ruler 0.634
*cherry 0.611
lemon 0.421
average 0.635 Figure 3-6. Boxplot showing the outliers 
from average duration. The word lemon is 
indicated by 1 and orange is indicated by 
2. 
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result, students might have perceived the two syllables as one. This supposition 
might also hold true for the fifth graders’ results.   
 
 
 
Another context for the misunderstanding in this case is related to the 
orientation period that was conducted with the students. As previously mentioned, 
when the students were taught that “cow” is a monosyllabic word, they were very 
Table 3-13 
Matrix for the Seven-vowel 
System 
i e a u o ɔ ɑ
consonantal - - - - - - -
vocalic + + + + + + +
diffuse + - - + - - -
compact - - + - - + +
grave - - - + + + +
flat - - - + + + -
voice + + + + + + +
continuant + + + + + + +
strident - - - - - - -
nasal - - - - - - -
Note. Adapted from the same 
reference as Table 3-12. 
Table 3-14 
Comparison of /u/ and /e/  
with /l/ and /r/ 
u e l r
- - + +
+ + + +
+ - + +
- - - -
+ - - -
+ - - -
+ + + +
+ + + +
- - - -
- - - -nasal
voice
continuant
strident
compact
grave
flat
consonantal
vocalic
diffuse
Table 3-12 
English Consonant Matrix 
 
p b f v m t d Ɵ ð s z n ʧ ʤ ʃ ʒ k ɡ l r w j h ŋ
consonantal + + + + + + + + + + + + + + + + + + + + - - - +
vocalic - - - - - - - - - - - - - - - - - - + + - - - -
diffuse + + + + + + + + + + + + - - - - - - + + - - - -
compact - - - - - - - - - - - - - - - - - - - - - - - -
grave + + + + + - - - - - - - - - - - + + - - + - + +
flat - - - - - - - - - - - - - - - - - - - - + - - -
voice - + - + + - + - + - + + - + - + - + + + + + - +
continuant - - + + - - - + + + + - - - + + - - + + + + + -
strident - - + + - - - - - + + - + + + + - - - - - - - -
nasal - - - - + - - - - - - + - - - - - - - - - - - +
Note. Adapted from “The Cambridge Encyclopedia of Language (2nd ed.)” by D. 
Crystal, 1997, p.164, Cambridge University Press.  
51 
surprised. This shows that they knew how to count diphthongs, such as /aʊ/, /eɪ/, /aɪ/, 
and /oʊ/, and they also seemed to understand that long vowels, such as /i:/, /u:/, and 
/ɑ:/, are counted as one phoneme. However, those vowels that appeared in the 
pre-and posttest are usually considered as two morae in the Japanese phonological 
system. 
Thus, students may miscount consecutive vowels or vowel -like phonemes with 
or without a consonant or consonants as one syllable. If they mistook a liquid sound 
as a vowel, they could also miscount syllables with liquid sounds as one syllable.  
That is, in the case of cherry, they might have conceived the phoneme sequence 
/eɚri/ in “cherry” as one vowel group since they perceived /r/ as a vowel. This 
explanation seems to hold true with other mistaken cases.  
As mentioned in 3.4.2 above, the hypothesis that opposite effect was related to 
word duration was rejected, using the PW cherry, with a duration of 0.611 s, as an 
example. In fact, the opposite effect was found to stem from the similarity between 
consonantal /r/ and the vowel sound /e/. However, with regard to the effect of  word 
duration, the results between second and fifth graders seem to differ. This will be 
discussed in more detail in the next sub-section, in which we discuss the appropriate 
age for implementation of the SCM, by investigating the duration of PWs.  
 
3.4.3 Exploration of Type II Problem Words 
In order to test the null hypothesis of no association between patterns of pre - 
and posttest answers and student grade, a chi-square test was performed for every 
word, and nominal scales were allocated to every answer pattern. For example, if a 
student answered correctly in the pretest and incorrectly in the posttest, a nominal 
scale of 1 was given to such a pattern; if the answer was incorrect in both the pre - 
and posttest, a nominal scale of 2 was given; if both the pre- and posttest answers 
52 
were correct, then a nominal scale of 3 was given; finally, if the pretest answer was 
incorrect and the posttest answer was correct, a nominal scale of 4 was given. Thus, 
twenty 4×2 cross tabulations were made, and a chi-square test was conducted using 
the Statistical Package for the Social Sciences (SPSS). Tables 3 -15 and 3-16 show an 
example list of nominal scales and a cross tabulation using the example of cherry. 
 
 
 
The results showed associations between pre- and posttest answer patterns and 
students’ grades at a significant level of p < .05 in 10 out of 20 test words: pineapple, 
χ2 (3, N = 194) = 13.8, p = .003; baseball, χ2 (3, N = 194) = 10.7, p = .013; pencil, χ2 
(3, N = 194) = 8.6, p = .035; buffalo, χ2 (3, N = 194) = 9.3, p = .026; ruler, χ2 (3, N = 
194) = 22.8, p < .001; strawberry, χ2 (3, N = 194) = 13.5, p = .004; orange, χ2 (3, N = 
194) = 18.3, p < .001; monkey, χ2 (3, N = 194) = 13.5, p = .004; Sunday, χ2 (3, N = 
194) = 8.1, p = .043; and triangle, χ2 (3, N = 194) = 19.1, p < .000. In order to 
specify in which answer patterns the associations are found at a p < .05 level, 
residual analyses were performed. Among 10 words with chi -square association, 4 
were selected as typical association words.  Table 3-17 shows the PWs selected on 
the basis of the following criteria: (1)  words with a stat is t i ca l  difference between 
second and fi fth graders’ count in every nominal set  at a p < .01 level; and (2) 
three sets out of four or all four sets should have adjusted residuals greater than 
1.96 or  less  than -1.96, which means those values show associations between both 
Table 3-15 
List of Nominal Scale 
Table 3-16 
Pre- and Posttest Results Analysis Data 
Nominal Nominal
scale School
1 correct incorrect A (Second G.) 23 13 41 10 87
2 incorrect incorrect B (Fifth G.) 25 20 48 14 107
3 correct correct Total 48 33 89 24
4 incorrect correct Note . This table is an example of the word, cherry .
1 2 3 4 TotalPretest Posttest
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grades. In this way, four PWs, strawberry, ruler, triangle, and orange, were 
identified. In this study, this type of PW is called a Type II Problem Word.  
 
 
 
In order to investigate the influence of duration on miscounting syllables, 
duration averages in monosyllabic, disyllabic, and trisyllabic word groups were 
calculated. Tables 3-18, 3-19, and 3-20 show the durations of test words and the 
averages of syllabic number groups, with outliers of each group shaded. Figure 3 -7 
shows the outliers from average duration. In disyllabic words, the word orange is 
indicated by 17 with a duration of 0.762 s and lemon is indicated by 1 with a 
duration of 0.421 s. Amongst the trisyllabic words, strawberry is indicated by 20 
with a duration of 0.886 s. 
Chi-Square p Fisher exact Place of residuals (value) Cramer'sV
strawberry .004 .004 1(2.0), 2(2.8), 3(2.2) 0.264
ruler .000 .000 1(2.5), 3(4.7), 4(2.4) 0.343
triangle .000 .000 2(2.3), 3(4.2), 4(2.8) 0.314
orange .000 .000 2(2.0), 3(3.2), 4(3.2) 0.307
Table 3-17 
List of Type II Problem Words 
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The results were summarized into two aspects: features of the fifth graders’  
approach to counting syllables and those of the second graders.  In the next 
sub-sections, word-by-word analyses of the PWs will be discussed.  
 
3.4.4 Survey of the Type II Problem Words 
With regard to the results of both graders, word duration, and Piaget’s theory, 
four Type II PWs, (1) strawberry, (2) triangle, (3) orange, and (4) ruler will be 
Table 3-18 
Duration of Monosyllabic 
Words Pronounced by an ALT 
             s
star 0.703
hand 0.657
grape 0.590
peach 0.530
pig 0.511
average 0.598
Table 3-19 
Duration of Dissyllabic 
Words Pronounced by an ALT 
s   
orange 0.762
Sunday 0.675
circle 0.663
baseball 0.659
monkey 0.650
pencil 0.640
ruler 0.634
*cherry 0.611
lemon 0.421
average 0.635
Table 3-20 
Duration of Trisyllabic 
Words Pronounced by an ALT 
Note. In Table 3-18, 19, 20, 
and Figure 3-6, s = second. 
             s
strawberry 0.886
Saturday 0.783
volleyball 0.735
buffalo 0.718
pineapple 0.715
triangle 0.703
average 0.757
Figure 3-7.  
Boxplot showing the outliers from 
average duration. In dissyllabic 
words, the word lemon is 
indicated by 1 and is orange 
indicated by 2. In trisyllabic 
words, the word strawberry is 
indicated by 3. 
55 
analyzed to clarify how students in each grade level count syllables. 
     Before analyzing the data, two typical developmental stages should be 
discussed with regard to the two grade levels. According to Piaget’s theory, second 
graders (aged seven or eight) are at the concrete operational stage of development; 
thus, they are not yet cognitively mature and, they solve problems by performing 
concrete operations (Ginsburg & Opper, 1979). Fifth or sixth graders (aged 11 or 12) 
are entering the formal operational stage of development. They are thus gradually 
able to solve problems by performing formal and abstract operations based on 
assumptions or hypotheses (Ogawa, Nishimoto, & Nishimoto, 2010). Analysis of 
each word is provided in the next sub-sections. 
 
3.4.4.1 Case of strawberry and triangle 
Strawberry is a trisyllabic word containing the liquid sound /r/. Thus, as the 
earlier analysis of this study suggested, it may have been mistaken for a disyllabic 
word, just as cherry tends to be mistaken for a monosyllabic word. However, the 
duration of strawberry was 0.886 s, and it was the outlier of the trisyllabic word 
group. The average duration of the trisyllabic group was 0.757 s; thus, strawberry 
had a longer duration than any other trisyllabic word (See Table 3-20 and Figure 
3-6). Surveying correct answer rates in the pre- and posttest, it was found that fifth 
graders were more likely to count syllables correctly for strawberry than second 
graders. The correct answer rate for the fifth graders was much higher at 58.0% than 
for the second graders (32.2%). Moreover, in the pretest, 35 second graders 
answered that strawberry had four or more syllables (40.3%), and only 28 students 
gave the correct answer of three syllables (32.2%). Table 3-21 and Figure 3-8 show 
detailed results from the pre- and posttests for strawberry. 
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A possible reason for the fifth graders’ higher correct answer rate might be 
hypothesized using Piaget’s theory. That is, by perceiving that the duration was 
longer than other words presented, the fifth graders might have estimated the 
syllable number of strawberry to be three by performing formal and abstract 
operations (as mentioned in 3.4.4). However, interestingly, “the hypothesis of liquid 
sounds” in the previous experiment seems to remain true, as the incorrect  answer 
rate in the posttest for both grades was rather high (36.8% of second graders and 
29.9% of fifth graders gave the answer disyllabic). On the other hand, considering 
the second graders’ results, the increase in choice of the incorrect answer 
“disyllabic” in the posttest might constitute evidence that they tend to count 
Figure 3-8 Answer rate for strawberry. 
Table 3-21  
The Results from strawberry 
strawberry monosyllable disyllable trisyllable 4 or more
2nd pre 3 21 28 35
2nd post 3 32 49 3
5th pre 1 44 62 0
5th post 6 32 69 0
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syllables by performing concrete operations.  
The trisyllabic word triangle with the onset consonant cluster “tr” showed the 
same tendency as strawberry, resulting in correct answer rates for fifth graders of 
81.3 % in the pretest and 96.3 % in the posttest. Judging from the tendency that the 
fifth graders’ rate is higher than that of second graders’, this supports the hypothesis 
that fifth graders utilize formal operations and use assumptions of word duration 
when counting syllables (see Figure 3-9). 
 
 
 
3.4.4.2 Case of orange and ruler 
Orange is a disyllabic word containing the liquid sound /r/. As shown in the 
earlier study, students mistook it for a monosyllabic word. Moreover, with a duration 
of 0.762 s, it was the outlier of the disyllabic word group (average duration = 0.635 
s.). In order to investigate answer trends, the results of orange are shown in Table 
3-22 and Figure 3-10. Surveying the correct answer rates in the pre- and posttest, the 
correct answer rate for fifth graders reduced from 75.8% to 71.0%. Thus, the 
Figure 3-9. Answer rate for triangle. 
58 
opposite effect that was supposed to be caused by the liquid /r/ in cherry was also 
found here. However, in the posttest, the choice of both monosyllabic and trisyllabic 
answers for orange increased. This phenomenon indicates a tendency for fifth 
graders to be confused by both liquid sounds (leading to choice of monosyllabic) and 
word duration (leading to choice of trisyllabic), thus, resulting in miscounting 
syllables of words such as orange. Thus, the fifth graders’ answer pattern might 
suggest that they count syllables by performing formal and abstract operations. In 
the second graders’ results, the number of trisyllabic and 4 -or-more choices 
decreased, while the number of monosyllabic choices increased, indicating that 
second graders might be led to miscount syllables only by the liquid sound /r/.  
 
 
 
 
Figure 3-10. Answer rate for orange. 
Table 3-22  
The Results from orange 
orange monosyllable disyllable trisyllable 4 or more
2nd pre 7 39 29 12
2nd post 13 60 12 2
5th pre 13 81 13 0
5th post 16 76 15 0
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Ruler is a disyllabic word containing the liquid sound /l/ and has a duration of 
0.634 s. The answer pattern of second graders was similar to that of triangle, with an 
increase in incorrect monosyllabic answers. Despite these results, for fifth graders 
there was an increase in the number of correct disyllabic answers and a decrease in 
the number of incorrect monosyllabic answers. This suggests that for fifth graders, 
there is a difference between the liquid sounds /l/ and /r/. That is, they might 
perceive that /l/ and /r/ have rather different features. Further investigations should 
be conducted in a future study. The results are shown in Figure 3 -11. 
 
 
 
This section can be concluded by stating that an exploration of Type II PWs 
supports Piaget’s theory of the stages of intellectual development. That is, second 
graders tend to count syllables by performing concrete operations, rather than usin g 
intuition. On the other hand, fifth graders tend to count syllables by performing 
formal and abstract operations, using assumption and hypothesis. However, it should 
be remarked that these tendencies are not always applicable to every student. 
Figure 3-11. Answer rate for ruler. 
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Considering individual development, adequate advice should be given to each 
student. 
 
3.5 Conclusion 
The purpose of this study was to verify whether the SCM is effective for 
teaching both second and fifth grade students in elementary school how to count 
syllables. Considering the results, it seems natural to conclude that this study has 
responded to the three initial research questions:  
 
RQ1: Is the SCM effective in helping students develop a sense of counting 
syllables? 
RQ2: What are the problems that emerge when s tudents miscount syllables? 
RQ3: What are the similarities and differences in the syllable counting abilities 
between second and fifth graders? 
 
The answers to each research question are summarized below:  
Verifying the results on the pre- and posttest mean scores, the SCM proved highly 
effective at nurturing ability to count syllables in both grade levels. Moreover, it was 
also revealed that before using the SCM, the fifth graders were superior to the 
second graders for counting syllables; however after practicing, the second graders 
showed more improvement in their growth rate than the fifth graders.  By analyzing 
each word, it was also revealed that both grade level students had similar problems 
due to the liquids /l/ and /r/. The study also revealed that fifth graders had additional 
specific problems possibly related to their perceptual development stage. That is, 
since fifth graders are entering the formal operational development stage, they can 
use assumptions and hypotheses; this may subsequently interfere with their syllable 
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counting accuracy. This decreased their correct answer rate.  
In answer to RQ1, overall, the experiment conducted in the present study 
revealed that the SCM was powerfully effective for elementary school students in 
learning English syllable structure. It is found that both graders can benefit from the 
effects of the SCM and they can dramatically improve their ability to count syllables.  
The results indicated a significant improvement between pretest and posttest ability 
to count syllables, thus proving that the SCM is effective for both second and fifth 
graders. 
With regard to RQ2, investigating every test word in detail revealed that there 
were several difficulties in developing students’ abilities to count syllables 
according to phoneme combinations or syllable structures. Namely, several words 
hardly increased their growth rates for correct answers, while the rates for others 
improved considerably. According to the author’s analysis, liquid sounds have 
challenging features since students might confuse /l/ and /r/ with vowels.  
     In answer to RQ3, first, it was revealed that both graders have the same 
difficulties in counting syllables when the test words contain liquid sounds. The 
results revealed that the fifth graders might use their cognitive power (particularly 
assumption) more than second graders when counting syllables and that fifth grade 
students’ cognitive strategy may lead to miscount. The SCM is suitable for second 
graders because they enjoy singing and chanting as well as making gestures. They 
can use their intuition to acquire the syllable counting ability without interference 
from assumptions or hypotheses. This is also suitable for fifth graders because of 
their knowledge, awareness, and interest in foreign languages.  
     In discussing this study’s results, the following limitations should be 
considered. First, while liquid sounds were identified as the main cause of PWs for 
both grade levels, methods to ameliorate these problems were outside the scope of 
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this paper, as well as due to lack of time and teaching material. In order to reduce 
these problems, more explicit materials, such as illustrations or video clips , should 
be created.  
Second, when designing this study, the issue of choosing vocabulary items 
proved difficult. In order to create appropriate materials for the target students, 
teachers had to consider both vocabulary and pronunciation from the viewpoint of 
students’ everyday language. Thus, since the selection of words was strictly limited, 
only two or three features (e.g., liquid sounds and consonant clusters) were tested 
and discussed. The finding that elementary school students might confuse /l/ and 
/r/sounds with vowels will have important implications in terms of pronunciation 
instructions in Japanese elementary schools (Satoi, 2014). However, Satoi (2014) 
also stated that considering and reviewing this study’s results, it is assumed that 
other features like nasals /m/ in lemon or /n/ in Sunday, and semivowels like /w/ or 
/j/ should be examined in the future.  
Finally, the present study’s experiment could not reveal student output 
competency; rather, it was only able to reveal input competency. That is, the pre - 
and posttest determined the students’ ability to count syllables; however, it could not 
show how students’ pronunciation might have changed. In a classroom situation, it is 
very difficult to collect students’ pronunciation data because it would take a great 
deal of time to carry out such an experiment. Ideally, this experiment should have 
addressed this situation and collected students’ output data to investigate the results.  
     In summary, the present author would like to stress the importance of 
nurturing students’ ability to count syllables when English is taught in elementary 
schools. Chanting words with different syllable numbers varied from one to three in 
regular rhythm, students can be aware of or understand English language 
isochronisms. As for rhythm structures vary greatly between languages (e.g., English, 
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Japanese), so students could be interested in learning the difference between the 
linguistic rhythms. The ability acquired using chants would provide a firm basis with 
which to help students to understand English sound structures.   
     It would also help them to deepen their awareness of other prosodic features, 
such as emphatic stress, pitch, and intonation, each of which plays an important role 
in conveying meanings in conversation. In this study, however, only students’ ability 
to count syllables was examined since it is better not to teach them more than two 
subjects at one time to prevent unnecessary confusion.  Thus, future studies focusing 
on developing students’ ability to sense emphatic stress are required.  
     In connection with the discussion conducted in this chapter, the Accent Chant 
Method, which aims to develop learners’ accent placement skills, will be examined 
in the next chapter. 
 
Notes 
1. The author selected the second graders and fifth graders as participants because   
of the following reason. As mentioned in Chapter 1, elementary school students 
fall within several developmental stages in respective grade. For example, first 
and second graders are leaving the preoperational stage and entering the concrete 
operational stage; third and fourth graders are in between the concrete operational 
stage and the formal operational stage of development. Fifth and sixth graders are 
entering the formal operational stage of development (Ginsburg & Opper, 1979; 
Ogawa, Nishimoto, & Nishimoto, 2010; Slavin, 2012). This study is designed to 
examine the appropriate grade level for the SCM, thus students who are in 
different developmental stages were selected. Moreover, this was also how 
Chapter 4’s participants were selected.   
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2. Participants of this experiment were from different areas of the Kansai district. 
There are mainly two reasons why the author made this choice. The first reason 
was that the aim of the experiment is to test students who had learned English for 
the same duration  but were simultaneously in different developmental stages 
(like concrete operational and formal operational). The second reason was that the 
author was interested in the differences of foreign language pronunciation 
acquisition caused by different dialects. The fifth graders were considered to have 
several different features in their native accent than other Kansai regions as they 
lived in traditional Kyoto area, which is where people retained a traditional 
culture and have a distinctive regional accent. 
3. In Taishukan’s Unabridged Genius English-Japanese Dictionary, narrow 
transcription such as /ɪ/, /ʊ/, /ɚ/ or /ḷ/ is introduced to show how to pronounce 
English sounds in a word more accurately. Thus, by consulting the dictionary, the 
author was able to obtain authentic information on pronunciation, syllable 
structure, and accent. 
4. Studying university students’ listening skills, Tomita (1998) compared three 
levels of speech rates (170wpm, 125wpm, 80wpm) and concluded that the 
students could show the best results to their listening comprehension when they 
were tested using 80 wpm listening test material. The speech rate of Graham’s 
chants “Zebra, elephant, cow” was 90wpm and the author’s original chant was 
80wpm. Those speech rates were calculated by measuring the average duration of 
three words’ in Graham’s chant, zebra = 0.745 s, elephant = 0.650 s and cow = 
0.584 s and converting the BPM rate at 68 into a wpm rate. Even though Tomita’s 
study was conducted to university students, it might offer helpful suggestions on 
an appropriate speech rate to the present study.  
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4. Effects of Accent Chants Method (ACM): Study 2 
4.1 Introduction 
4.1.1 Purpose of the Study and Features of ACM 
Chapter 4 will investigate how the Accent Chants Method (ACM) helped 
students to improve their L2 English accent placement skills. The ACM was created 
by the author as follow-up material to the Syllable Chants Method (SCM) mentioned 
in Chapter 3. The SCM was developed to foster students’ ability to count syllables 
and was shown to be effective for both second and the fifth graders, where it had 
highly encouraged and motivated them to learn. Thus, the purpose of this part of the 
study was not only to determine how effectively the ACM material improved 
students’ accent placement skills, but also to determine how smoothly it linked to the 
SCM material. In other words, the purpose was to determine the efficacy of a 
systematic approach to phonetic instruction for accent placement acquisition, in 
which the basic instruction of the SCM transfers to the more advanced instruction of 
the ACM.  
 
4.1.2 Methodological Background of ACM 
     It was assumed at the outset that, in acquiring prosodic skills in English, 
Japanese students first learn how to count syllables, before beginning to practice 
specific phonemes that do not occur in Japanese, such as /ð/ in this, /v/ in vase, /f/ in 
five, and /r/ in rabbit. Duanmu (2009, p.3) states that “the syllable is a more 
fundamental concept than consonants and vowels.” It was further assumed that 
students then go on to learn correct primary accent (stress) placement, as accent 
plays an important role in conveying the meaning of words (Celce-Murcia, Brinton, 
& Goodwin, 1996; Dauer, 1993). Furthermore, accent involves the syllable, which is 
the base of the phonological system in English.  
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One year after the SCM experiment discussed in Chapter 3, when both student 
groups had moved up to the following grades, the ACM experiment was conducted 
and the results were compared between the third and sixth graders. ACM is a 
material developed by the present author. The purpose of the ACM is to nurture 
accent placement skills using chant materials. In order to nurture students natural 
rhythm of English as well, words of each chant set were arranged consistently in 
terms of their primary accent position. Specifically, the word with primary accent on 
the third syllable was placed first, that with primary accent on the first syllable was 
placed second, and that with primary accent on the second syllable was placed last. 
The process of creating the ACM will be introduced later in 4.3.2.2.  
 
4.1.3 Hypothesis and Research Questions 
The research reported in this chapter was based on the hypotheses that (1) the 
introduction of ACM instruction in English activity classes would help Japanese 
elementary school students to intuitively perceive and correctly place accent in 
English words, and (2) the investigation would provide information about the causes 
of misplaced accent in English words, such as the influence of the L1 accent system. 
The study reported in this chapter was carried out to test the above two hypotheses, 
and addressed the following two research questions (RQs):  
 
RQ1: How effective is the ACM instruction in helping Japanese elementary 
school students to develop correct accent placement in English words? 
RQ2: What causes Japanese elementary school students to misplace  primary  
accent in English words? 
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4.2 The ACM Experiment 
The ACM experiment was conducted in six sessions of 15 to 20 minutes during 
the 45-minute periods allocated by the school timetable to English activity classes. 
The experiment was conducted with two groups of participants, namely third graders 
from school A and sixth graders from school B. The experiment was conducted in 
school A (among the third graders) in the third term of the 2013 academic year, i.e., 
in January and February 2014. The experiment was conducted in school B (among 
the sixth graders) in the second term of the 2014 academic year, i.e., in December 
and November 2014. 
 
4.2.1 Participants 
The participants comprised 100 third graders (46 boys and 54 girls) from 
school A and 107 sixth graders (44 boys and 63 girls) from school B. However, 
absence due to illness and incomplete data reduced the final number of participants 
to 94 third graders and 104 sixth graders. The participants were the same students 
who had participated in the previous experiment reported in Chapter 3. Thus, the 
participants from school A had learned English within the school’s own curriculum 
as of the first grade, and those from school B had learned English using materials 
distributed by MEXT in the fifth and sixth grades. The third grade participants 
attending school A commuted from regions in the Hyogo Prefecture (more 
specifically the Banshu area in the southwest of the Hyogo Prefecture); thus, most 
spoke Japanese with a Kansai (Banshu) accent. The sixth grade participants 
attending school B lived in Uji City in the Kyoto Prefecture, and thus also spoke 
Japanese with a Kansai accent, specifically the Kyoto accent.
1
 
As mentioned in the previous chapter, the parents of third grade participants 
submitted a consent form agreeing that their children’s data could be used for the 
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study, providing their privacy was upheld and their personal details were not 
disclosed. The principal of school B, in turn, approved the use of the sixth graders’ 
data, providing their names were not disclosed and their image rights were protected. 
The study thus complied with ethical considerations.  
 
4.2.2 Development of Materials 
4.2.2.1 Word selection 
Trisyllabic English words were required for use in the pre- and posttests, as 
well as in the class exercises. Target words were selected with regard to the 
participants’ perceptual development and experiences, and were related to their daily 
lives and school lessons, (i.e., events, food, drinks, clothes, animals, numbers, sports, 
musical instruments, and occupations). Words that were difficult for third graders to 
understand or pronounce, or that were unfamiliar to them, were excluded. The 
author’s belief that students come to school to learn, rather than to be tested, guided 
the selection of words used in the experiment. 
The target words were drawn from several documents, most of which were the 
same as those reported for the previous experiment in Chapter 3: the curriculum used 
in school A, JACET 8000 Eitango (Aizawa, Ishikawa, & Murata, 2005), a research 
paper on vocabulary in Eigo Note 1 and 2 (Chujo, Nishigaki, & Miyazaki, 2009), and 
Eigo onseigaku nyumon [Introduction to English phonetics] (Takebayashi, & Saito, 
2008). The selected trisyllabic words (such as triangle, seventy, piano, eleven, violin, 
and seventeen) were classified into three groups according to their primary accent 
position, as follows: 
(1) words with primary accent on the first syllable;  
(2) words with primary accent on the second syllable; and 
(3) words with primary accent on the third syllable.  
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Thus, words with primary accent on the first syllable, such as triangle, seventy, 
dinosaur, and basketball, were classified into group (1). Likewise, words with 
primary accent on the second syllable, such as eleven, piano, banana, and October, 
were classified into group (2), and words with primary accent on the third syllable, 
such as violin, seventeen, Halloween, and volunteer, were classified into group (3). 
Following target word selection, six sets of three words from each of the 
different primary accent groups (18 words in total) were assembled to create chant 
sets as ACM material. These words were grouped according to the semantic 
categories mentioned above (e.g., musical instruments, numbers, events, and 
occupations). For example, the words sev•en•ty, [sévṇti], e-lev•en, [ɪlévṇ], and 
sev•en•teen, [sèvṇtíːn] were grouped into the category of number words (see Table 
4-1). 
After grouping the words in this way for the ACM material, a further 22 words 
were selected from the remaining trisyllabic words for use in the pre- and posttests 
(see Appendix C). In the test words set for the pre- and posttests, 18 test words were 
kept separate from those in the ACM material to prevent the students from having 
prior knowledge of their accent positions. The remaining four words were prepared 
for the purpose of other test which was not introduced in this dissertation. Thus, the 
18 test words allowed the effects of the ACM to be verified by means of statistical 
analyses, such as a t-test or McNemar’s test, which were conducted after the ACM 
practice sessions. 
The lists of words used in the ACM material and the pre- and posttests are 
shown in Tables 4-1 and 4-2, respectively, with syllable boundaries indicated. 
Phonetic transcriptions of the words are also presented in Table 4-2. Taishukan’s 
Unabridged Genius English-Japanese Dictionary (Konishi, Minamide, & Taishukan, 
2008) was consulted to determine syllable boundaries and phonetic transcriptions for 
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most words.
2
 However, for pineapple and catalog, other dictionaries were consulted 
to clarify the required features, as Taishukan’s Dictionary indicates pineapple as a 
disyllabic word (pine·apple), and represents the pronunciation of catalog as the 
disyllabic /kǽtḷɔ̀ɡ/; as catalog is syllabified as cat·a·log, this phonetic transcription 
does not seem to match the syllable boundaries. 
 
 
Table 4-1 
Words in Each Chant Set with Syllable Boundaries Indicated 
Note. A centered period ‘·’ indicates a syllable  boundary. Syllable 
boundaries were determined by consulting Taishukan’s Unabridged Genius 
English-Japanese Dictionary (Konishi, Minamide, & Taishukan, 2008).  
Accent
position
set1 tri·an·gle pi·an·o vi·o·lin musical instruments
set2 sev·en·ty e·lev·en sev·en·teen numbers
set3 ske·l·eton Oc·to·ber Hal·low·een event
set4 car·pen·ter de·sign·er en·gi·neer experts
set5 bas·ket·ball po·si·tion ref·er·ee game
set6 zoo·keep·er ko·a·la vol·un·teer zoo
Practice 1
Practice 2
Practice 3
1st 2nd 3rd Category
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4.2.2.2 Musical accompaniment 
In order to create six chant sets for practice in class, accompaniment 
consisting of a piano, a bass guitar, and a drum set was composed by the author 
using music production software (Singer Song Writer Lite 6.0). The three words of 
each chant set were arranged consistently in terms of their primary accent position. 
Specifically, the word with primary accent on the third syllable was placed first, that 
with primary accent on the first syllable was placed second, and that with primary 
accent on the second syllable was placed last. For example, to create a chant set for 
the semantic category of musical instruments, the words triangle, piano, and violin 
were placed in the order of violin, triangle, piano. This arrangement was chosen to 
preserve the natural rhythm of English in the chant. Note that the placement of the 
Table 4-2 
Pre- and Posttest Words with Pronunciation Symbols  
Note. A centered period ‘·’ indicates a syllable boundary. An accent mark ‘´’ on 
a phoneme indicates primary accent, and ‘`’ indicates secondary accent. 
Syllable boundaries and phonetic transcriptions were determined by consulting 
Taishukan’s Unabridged Genius English-Japanese Dictionary (Konishi, 
Minamide, & Taishukan, 2008), Kenkyusha's English-Japanese Dictionary For 
The General Reader (Takahashi, Kasahara, Azuma, Maruta, & Nomura,  2008), 
and Shogakukan Random House English-Japanese Dictionary (Kunihiro, et al, 
2008).  
al·pha·bet /ǽl fə bèt/ com·put·er /kəm pjúː tə/ af·ter·noon /æ̀f tɚ  núː n/
cal·en·dar /kǽl ən dɚ / i·de·a /aɪ dí  ə/ chim·pan·zee /ʧɪ ̀m pæn zí  /
cat·a·log /kǽt ə lɔ ̀ː ɡ/ pa·ja·mas /pə ʤɑ ́ː məz/ lem·on·ade /lèm ən éɪd/
mar·a·thon /mǽɚr ə Ɵɑ ̀n/ spa·ghet·ti /spə ɡé ti/ mag·a·zine /mæ̀ɡ ə zí  n/
marsh·mal·low /mɑ ́ɚʃ mè loʊ/ to·ma·to /tə méɪ  toʊ/ mil·lion·aire /mɪ ̀l jən éɚ/
pine·ap·ple /páɪn æ pḷ/ um·brel·la /ʌm bré lə/ sil·hou·ette /sɪ ̀l u éｔ/
Words with primary accent Words with primary accent  Words with primary accent 
on the first syllable on the second syllable on the third syllable
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word with primary accent on the second syllable was determined in order to allow 
the primary accent to fall on the first beat in every second bar of the phrase group. 
Without this arrangement, it would be difficult to sing the chant in the natural 
rhythm of English. 
In Figure 4-1, the symbol ‘◎’ indicates the position where the primary accent 
on the second syllable of piano should be placed. By virtue of this arrangement, it 
was possible to place the primary accent of each word on the second and third beat in 
the bar. In the fifth bar, the words with primary accent on the third and first syllables 
were exchanged, thus yielding the order triangle, violin, piano. This change was 
made to break the monotonous air of the chant and thereby refresh students’ 
concentration. The notes used in Figure 4-1 represent rising and falling tones, rather 
than musical melodies. In reality, as a chant itself does not have a melody, each word 
might be pronounced with a different tune by respective speakers. As the notes were 
quantized to eighth notes to make the score easily understandable, the timing and 
length of notes fluctuate with the natural rhythm and duration of articulation.  
 
 
Figure 4-1. A chant score showing timing and pitch images in the ACM.  The 
symbol ‘●’ indicates the position of the beat. The symbol ‘◎’ indicates the 
position where the primary accent on the second syllable of piano should be 
placed. The symbol ‘○’ indicates a quarter rest.  
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The author also created another style of chant accompaniment with the 
“isolated accent pattern,” using ma-ma-ma. The use of this practice chant aimed to 
help students preserve correct accent patterns in their working memory. In this way, 
they could concentrate on listening to accent placements, rather than on repeating 
them scrupulously. Figure 4-2 shows the score image of the isolated accent pattern 
chant. The capital MA indicates the syllable with the primary accent.  
 
 
 
In summary, the author created six accent chants with the sets of words in 
Table 4-1 (p. 70) above, and the isolated accent pattern chant (IAPC). In addition, a 
practice version of the accent chant was created with the words kangaroo, dinosaur, 
and gorilla, as well as several model recording sets for practice words and pre - and 
posttest words. The tempo of the chant was 96 beats per minute, and the words in the 
chant sets and tests were recorded by school A’s Assistant Language Teacher (ALT), 
an American male in his early 40s from Seattle.  
 
4.2.2.3 Pictures for flash cards and test sheets  
    Flash cards with pictures were created to help the students understand the 
Figure 4-2. The score image of the isolated accent pattern chant. 
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meaning of words, as they had not yet learned to read letters or words. Pictures were 
also used in the pre- and posttests. The images were drawn from the design portal 
site Gu-mantan! tsukaihôdai Lite 30 [Full of materials without limitation! Lite 30], 
which provides original materials for the production of information and 
communication technology materials for a thirty-day contract. Images were also 
drawn from CDs purchased by the author. The images used for the ACM experiment 
originated from the same sources (CDs and websites) used for the SCM experiment 
in Chapter 3, and thus the copyright of the images used for this study was not 
violated. The images were color-printed on B5-size paper and laminated, with small 
rubber magnets attached to the back of each card.  
 
4.2.3 Procedures 
4.2.3.1 Orientation 
     At the beginning of the orientation session, the participants briefly reviewed 
syllable counting, which they had learned in the previous grade. The flash card for 
the word potato was placed on the blackboard and the participants were asked to 
decide how many syllables it had. Then the ALT read the word aloud once to allow 
them to check their answers. In the sixth graders’ orientation session, a CD was used, 
as school A’s ALT was not present in school B. After checking their answers, the 
participants were asked which syllable of the three could be heard most distinctly. 
The instructors in respective schools (in school A, the author, and in school B, the 
collaborator) subsequently explained what an accent is and how they would be 
learning accent chants in their English activity classes.  
     Several flash cards indicating the primary accented syllable and the secondary 
accented or unaccented syllables were used to explain the meaning of accent. To 
indicate the primary accented syllable, a picture of the palm of a hand was used, 
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representing “paper” in the rock-paper-scissors game. To indicate the secondary 
accented and unaccented syllables, a picture of a fist (representing  “rock”) was used. 
To explain the technical term “primary accent” to the participants, the words hakkiri 
kikoeru oto (“a clearly audible sound”) were used. For the term “secondary accent” 
or “unaccented syllable,” the description hakkiri kikoeru oto ni kurabe te hakkiri 
kikoenai oto (“a sound that is less clear than a clearly audible sound”) was used.  The 
author experientially thought that these phrases were appropriate for elementary 
school students’ developmental stage, and were adequate to express the complex 
meaning of accentuation. Using flash cards, the instructors in respective schools 
taught the students that the syllable with primary accent is the one that is heard most 
clearly, and that other syllables with secondary or no accent are heard less clearly or 
unclearly. 
Following the explanation, participants were asked to listen to the word potato 
and the isolated accent pattern, ma-MA-ma, (recall that the capital MA indicates the 
syllable with the primary accent), pronounced by the ALT twice to allow them to 
reconfirm their answers. After the answer reconfirmation, the students were required 
to listen to the word and the accent pattern again to determine the primary accent 
position. Thus, students were taught the meaning and concept of accent in an 
elaborate manner. 
Subsequently, the participants were taught the accent chant using the word 
violin, the practice chant kangaroo, dinosaur, gorilla, and the flash cards for each 
word. Before hearing the words, they were asked to predict the primary accent 
placement of each in the chant. Then they were asked to listen to the words and the 
isolated accent patterns and identify the primary accent placements of each word.  
After verifying their answers, the participants listened to the words and the 
isolated accent pattern, again using ma-ma-ma, but this time accompanying each 
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syllable with gestures. Two gestures were used to differentiate the features of the 
primary accented syllable from those of the secondary accented or unaccented 
syllable. Specifically, when pronouncing the primary accented syllable, the students 
opened their hands over their heads or shoulders, and when pronouncing the 
secondary accented or unaccented syllable, they closed their hands in front of their 
chests (See Appendix D).  
At the end of the orientation session, students were encouraged to sing the 
practice accent chant and the IAPC (ma-ma-ma chant) twice each. Students were 
therefore adequately familiarized with both chants. The orientation lasted around 20 
minutes. 
 
4.2.3.2 Pretest data collection 
In the second English activity class, a pretest was given to the participants. 
The pretest took approximately 15 minutes of the 45-minute class. The participants 
lined up their desks and chairs with enough space between them so as not to be able 
to see one another’s answers. Before the pretest, the participants briefly reviewed 
how to identify the position of a primary accented syllable, as practiced during the 
previous English activity class. Subsequently, the pretest papers were distributed, 
and the procedure for the test was explained. Each target word was pronounced once 
to allow the participants to determine the primary accent position intuitively. The 
routine was similar to that used in the SCM pretest described in Chapter 3. Thus, the 
following considerations led the test instructions and testing procedures:  
(1) Participants were asked to write each answer only after listening to the 
word, and not to write guessed answers,  using the information in the 
preceding pictures. Thus, participants were told not to decide the position 
of a primary accented syllable before listening to the word. They were 
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asked to write the number corresponding to the primary accent position: if 
the target word’s primary accent fell on the first syllable, the answer was 
“1,” and so on.  
(2) Participants were asked to fill in all the blanks on the test sheet. Even if 
they felt unsure about their answers, they were encouraged to rely on their 
intuition. This request was intended to make the participants  feel 
comfortable answering all the questions by encouraging them to write as 
many answers as possible. 
(3) When deciding on the primary accent position, the participants  were told 
not to provide other students with hints, such as big gestures or counting 
aloud. However, they were permitted to gesture inconspicuously on their 
chests or to count quietly, as long as their actions did not disturb others.  
(4) Since these were young learners, they did not have a long attention span. 
Therefore, the pretest was divided into two parts. In between the two parts 
of the test, the participants were given a short rest and reminded to make 
sure that they wrote all the answers on the test sheet.  
The words for the pretest were presented by means of a CD recorded by the 
ALT. On the CD, each target word was pronounced once. A time lapse of five 
seconds was allowed between consecutive words. After the pretest, the test papers 
were collected and scored. The scored papers were not returned to the participants, 
as the same words were to be used in the posttest to  investigate the effects of the 
ACM instruction. 
 
4.2.3.3 ACM instruction  
During the third to the fifth English activity classes, the participants practiced 
two sets of accent chants per period, practicing a total of six sets. This chant practice 
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took approximately 18 minutes of each class. First, the printed sheets with the target 
words were distributed, and the participants  were asked to predict and indicate the 
primary accent placement, i.e., on the first, second, or third syllable of each target 
word used in each chant. Then, the word set and the isolated accent pattern 
(ma-ma-ma) on the CD were played twice and the participants were asked to decide 
on the primary accent position for each word. Next, three flash cards representing 
the words in the set were placed on the blackboard in the order in which they 
occurred on the CD. After answer checking, the cards were replaced in the following 
order: primary accent on the third syllable, primary accent on the first syllable, and 
primary accent on the second syllable, as the accent chant and IAPC both follow this 
pattern. Finally, the accent chant and IAPC were played twice and the participants  
repeated them as a review.  
 
4.2.3.4 Posttest data collection  
In the sixth English activity class, the participants completed the posttest, 
conducted in the same manner as the pretest. The participants  were not given their 
test scores, as the aim was for them to enjoy the chanting and gesturing, and to 
become aware of the differences between the Japanese and English phonological 
systems, rather than to focus on the results and to practice more.  
 
4.2.3.5 Testing the role of native accent in Japanese loanwords 
Earlier literature has suggested that Japanese L1 speakers use their sense of 
the mora in placing accent (Kubozono & Ota, 1998; Kubozono et al., 2002). To test 
whether and how the participants’ perceptions regarding  accent in Japanese affected 
their accent placement ability in the English target words, their Japanese accent 
perceptions were investigated. Specifically, their perception of either the native 
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Kansai or Tokyo accent as reflecting their own speech was determined. First, the 
Japanese counterparts of each of the test words (all loanwords from English) were 
recorded by a 60-year-old Japanese L1 female from the Kansai area, more 
specifically from the Banshu area in the southwest part of the Hyogo prefecture. The 
recorded words were then pitch-shifted to reflect a Tokyo accent using Praat version 
5. 3. 22 (Boersma & Weenink, 2012). Participants were required to indicate for each 
word pair which of the two accents they regarded as most similar to their own, the  
Kansai or Tokyo accent. Interestingly, their choices varied across words and also 
across participants from the Banshu and Kyoto areas, respectively. The results of 
this investigation will be discussed below in terms of particular problem words 
(PWs) (see, for example, Tables 4-6 and 4-7, p.85). 
 
4.2.3.6 Data analysis 
Following the posttest, the data from the pre- and posttests were analyzed. 
First, a paired t-test (two-tailed) was performed to compare the mean scores. Second, 
the percentage of correct answers for each word was calculated, and displayed in a 
bar graph and a table of the numerical results indicating their statistical significance. 
Finally, the results were analyzed in detail to identify any correlations between the 
pre- and posttest scores. Improvement rates from the pre- to posttest scores were 
calculated and presented on a bar graph to shed light on the properties of syllable 
structures that affected the ease or difficulty of determining correct accent 
placement. 
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4.3 Results and Discussion 
4.3.1 General Overview of the Results 
Tables 4-3 and 4-4 show the mean scores of the third and sixth grade 
participants, respectively, for the pre- and posttests. Recall that the data of 94 third 
graders and 104 sixth graders were included in the final data analysis, due to absence 
from school and some participants not completing all items on the pre - or posttests. 
Table 4-3 indicates a significant difference between the pretest (M = 11.05, SD 
= 3.36, N = 94) and posttest (M = 12.72, SD = 3.59, N = 94) scores at a p < .001 level 
of significance. However, the effect size (d = 0.48) indicates a “medium” effect, 
despite the p-value (.000) showing a significant difference. In Table 4-4, a 
significant difference is indicated between the pretest (M = 12.28, SD = 3.07, N = 
104) and posttest (M = 13.81, SD = 3.58, N = 104) scores at a p < .001 level of 
significance. Once again, the effect size (d = 0.46) indicates a “medium” effect, 
whereas the p-value (.000) indicates a significant difference.  
These results suggest that the ACM instruction was effective in helping the 
participants learn how to determine the primary accent placement on trisyllabic 
English words. However, reviewing the effect sizes (d = 1.16 for second graders and 
0.93 for fifth graders) of the SCM, it is also revealed that the ACM was less effective 
than was the SCM in improving the participants’ syllable counting ability.  
 
Table 4-3  
Results of the Paired t-test (two-tailed) Pre- and Posttests of Third Graders’  
Accent Placement  
N M SD df t p d
pre 94 11.05 3.36
post 94 12.72 3.59
93 -5.801 .000** 0.48
Note. A double asterisk ** indicates a significant difference between the pre - 
and posttest at a level of p < .001. 
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     Figure 4-3 shows the respective mean growth between pretest and posttest 
scores of the third and sixth graders. The lines of the second graders and the sixth 
graders seems to be almost parallel, thus suggesting that there is no interaction in the 
mean growth rates between the third graders and the sixth graders . The ACM was 
therefore effective for both grade levels. 
     To verify that there was no interaction, a two-way ANOVA with repeated 
measures ANOVA was performed. It had a 2×2 factorial design, where there were 
two levels of one factor and two levels of the other. The former was a 
between-subjects design and the latter was a within-subjects design.  
 
 
Figure 4-3. ACM score growth of 3rd and 6th graders.  
Note. A double asterisk ** indicates a significant difference between the pre- 
and posttest at a level of p < .001. 
Table 4-4  
Results of the Paired t-test (two-tailed) Pre- and Posttests of Sixth Graders’ 
Accent Placement  
N M SD df t p d
pre 104 12.28 3.07
post 104 13.81 3.58
103 -5.681 .000** 0.46
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     Table 4-5 shows the results of the two-way ANOVA with repeated measures 
ANOVA. In the table, it was revealed that there was a significant difference between 
the third graders’ and the sixth graders’ results at a p < .05 level of significance; the 
sixth graders were superior to the third graders in counting syllables (F(1, 196) = 
6.841, p = .01, η2 = .034). Moreover, it was revealed that there was a main effect 
between the pretest and the posttest scores at a p < .001 level of significance , where 
the posttest score was superior to the pretest  (F(1, 196) = 64.785, p = .000, η2 
= .248). On the other hand, there was no significance of an interaction between 
grades and pre- and posttests (F(1, 196) = 0.127, p = .722, η2 = .001), as was 
predicted in Figure 4-3.  
     Considering the above results, it was revealed that the ACM can improve 
accent placement ability for both third and sixth grade students. It was also revealed 
that before practicing with the ACM, the sixth graders were rather superior to the 
second graders in terms of accent placement. However, even after practicing, the 
disparity between both graders’ ability did not decrease.  
 
 
 
Figure 4-4 offers an overall view of the changes for each individual word 
among the third grade participants between the pre- and posttests, as does Figure 4-5 
for the sixth grade participants. The pairs of bars show the percentages of correct 
Table 4-5 
Results of the Two-way ANOVA with Repeated Measures ANOVA of Third 
Graders’ and Sixth Graders’ Accent Placement 
Type III Sum
Source of Squares df MS F Sig. of F partial η
2
Grade 131.725 1 131.725 6.841 .010 .034
Pre- and PostTest 252.645 1 252.645 64.785 .000 .248
Test * Grade 0.493 1 0.493 0.127 .722 .001
Error 764.345 196 3.900
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answers for each word in the pre- and posttest. The pairs of bars are arranged in 
descending order of percentages of correct answers in the posttest. Accent positions 
are indicated in parentheses following each word on the horizontal axis. For example, 
a number “1” in parentheses indicates primary accent on the first syllable of the 
word, and so on. 
The results depicted in Figures 4-4 and 4-5 demonstrate general similarities in 
terms of the order of the words. For example, seven of the top ten correctly accented 
words are the same across the third and sixth grade participants. Similarly, 
participants of both grades have three of the same words in the bottom four, namely 
marathon, spaghetti, and alphabet. Surprisingly, the mean pretest score for spaghetti 
was higher than the mean posttest score, implying that the ACM instruction had an 
effect opposite to what was expected.  
 
Figure 4-4 Percentages of correct answers for accent placement among third 
grade participants. 
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4.3.2 Further Examination of Problematic Words 
In order to further investigate the differences between the participants’ pre- 
and posttest performance, the findings for individual PWs were investigated by 
means of McNemar’s test, using the Statistical Package for the Social Sciences 
(SPSS). Tables 4-6 and 4-7 show the findings for certain words that were 
problematic for participants in each grade. These findings were extended from the 
results of a 2×2 classification of paired percentages of correct answers on the pre- 
and posttests. These words were selected based on the following criterion: a posttest 
correct answer rate of 65% or less for third graders and 70% or less for sixth graders. 
To determine the words that were problematic for both third and sixth graders, a 
further criterion was introduced: a posttest correct answer rank lower than 10th from 
the bottom, i.e., in the lower half of the rankings. For example, the word, umbrella 
was eighth from the top for the third grade participants, thus it fell outside of this 
Figure 4-5 Percentages of correct answers for accent placement among sixth 
grade participants. 
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criterion. In this way, three words, namely marathon, spaghetti, and alphabet, were 
identified as problematic for participants from both grades. These words are called 
Type III Problem Words here, as in the case of Type I and II PWs defined for the 
SCM in Chapter 3. 
 
 
 
 
 
4.3.3 Praat Analyses 
4.3.3.1 Criteria for analyses 
In preparation for this part of the study, the auditory information for each 
target word in the pre- and posttests was collected and analyzed using Praat. 
Note. Values in the pre- and posttest columns indicate percentages of correct 
answers. A single asterisk * indicates p < .05. opp. = opposite effect.  
 
Table 4-7  
Problem Words in the Sixth Graders’ Results Indicating Percentages of Correct 
Answers and p-Values Using McNemar’s Test 
 
Words Pretest Posttest the value of χ
2 Cramer's V Effect Size p Note
marathon 53.8 69.2 5.921* .24 Small .014
umbrella 53.8 67.3 3.674 .19 Small .054
alphabet 53.8 58.7 0.340 .06 Almost Null .560
spaghetti 59.6 58.7 0.000 .00 Almost Null 1.000 oppo.
Table 4-6  
Problem Words in the Third Graders’ Results Indicating Percentages of Correct 
Answers and p-Values Using McNemar’s Test 
 
 
Note. Values in the pre- and posttest columns indicate percentages of correct 
answers. A single asterisk * indicates p < .05. opp. = opposite effect.  
 
Words Pretest Posttest the value of χ
2 Cramer's V Effect Size p Note
marathon 62.8 63.8 0.000 .00 Almost Null 1.000
spaghetti 70.2 53.2 5.921* .25 Small .014 oppo.
alphabet 46.8 48.9 0.026 .02 Almost Null .871
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Specifically, two aspects of the ALT’s model voice data were defined, namely 
factors contributing to accent and standards for syllable segmentation. With regard 
to accent factors, as mentioned in the introduction to this chapter, accent entails four 
factors, namely pitch, duration, intensity, and sound quality. In the present context, 
sound quality was taken to be defined as sonority. As sonority could not be measured 
precisely and numerically, and as it may vary according to vowel length and 
neighboring phonemes (Ladefoged & Johnson, 2006), it was decided not to address 
this factor in the present study.  
A further reason that sonority is not discussed here is that the pre- and posttest 
results did not show a clear relationship between sonority and correctness of accent 
placement. For example, the low vowel /æ/ should have a higher sonority than the 
high vowel /u/ or the lower-mid vowel /e/ (Takebayashi & Saito, 2008). However, 
the test results did not always support these theoretical points. Turning to the target 
words in the pre- and posttests, afternoon has primary accent on the third syllable, 
and the accented vowel /uː/ has a lower sonority than the vowel /æ/ in the first 
syllable. However, participants’ correct answer rates  show the highest ranking for 
this word.  
Another example is the word alphabet. Alphabet has its primary accented 
syllable in the first syllable with the lower-mid vowel /æ/. However, around 30% 
students chose the third syllable as the primary accented syllable, as they felt the 
third syllable was more sonorous than the first syllable, indicating the lowest 
ranking in their test scores. Thus, a discussion about sonority seems difficult in the 
context of the present study.  
To determine the location of accent and measure its factors, syllable 
boundaries need to be reflected visually. Praat was used to measure the duration of 
each utterance, as well as its highest pitch and intensity in the selected duration. 
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However, note that there is no precise theory in deciding syllable boundaries in 
auditory visualization (e.g., Utsugi, 2012). In light of this issue, syllable boundaries 
were first determined based on dictionary entries, consulting Taishukan’s 
Unabridged Genius English-Japanese Dictionary (Konishi, Minamide, & Taishukan, 
2008) and others (see Table 4-2). Following this, acoustic factors were measured to 
determine syllable boundaries according to the following basic principles:   
(1) Decisions regarding syllable boundaries should be made using both 
auditory and visualized information; the use of both perceptual sources of 
information is paramount. While simultaneously listening to the sound, the 
location of the syllable boundary should be determined by referring to the 
visualized information concerning the sound waveform, formant, pulse, and 
pitch, as well as the Praat spectrogram.  
(2) To determine a syllable boundary where a vowel is involved, formant and 
pulse information should be used. If the boundary remains difficult to 
determine, pitch information may be used.  
(3) To determine a syllable boundary where neighboring consonants (e.g. stops, 
fricatives, and affricates) are involved, the waveform should be explored.  
(4) Where liquids, nasals, or glides are involved, the formants and spectrogram 
should be studied. 
 
4.3.3.2 Results of measurement of the three factors 
Table 4-8 shows where the three factors, namely the location of the highest 
pitch, the longest duration, and the highest intensity were  situated in the test words 
spoken by the ALT, as well as indicating the duration of every syllable. If the 
primary accented syllable is that which contains the highest pitch in the word, the 
symbol “◎” is indicated. If not, a shaded “×” is indicated. In the same manner, the 
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longest duration and the highest intensity were measured  for each word. The words 
are arranged in descending order in terms of the sum of the posttest scores among 
third and sixth grade participants. The findings may be summarized as follows: 
(1) If the three factors coincided in the primary accented syllable, students 
rarely misplaced the primary accent. For example, the word af・ ter・noon 
has primary accent on the third syllable and all the three factors coincided 
here. Moreover, the mean scores for this word placed it first in the ranking. 
(2) The highest pitch occurred in the primary accented syllable of all the words. 
However, across the 18 words, the longest duration and highest intensity 
did not always coincide with the primary accented syllable (e.g., magazine 
and catalog). 
(3) If the syllable with the longest duration did not match the primary accented 
syllable, the participants were more likely to misjudge the primary 
accented syllable. For example, the primary accented syllable in mar・a・
thon (the first syllable) had a duration of 0.216 s, but the third syllable had 
a longer duration of 0.353 s. Words with this inconsistency tended to have 
lower rankings (e.g., catalog, spaghetti, and alphabet). This finding might 
suggest that students tend to assign primary accent to the syllable with the 
longest duration. 
(4) Students often identified the primary accented syllable correctly despite the 
highest intensity not occurring on it. For instance, the word mil・lion・aire 
has primary accent on the third syllable but the highest intensity fell on the 
first syllable. Despite this mismatch, the mean scores for mil・lion・aire 
placed it second highest in the ranked list. In contrast, the correct primary 
stress placement rate for other words with this mismatch, such as 
chimpanzee and lemonade, relegated them to lower ranks, as expected. 
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4.3.4 Discussion of Item-Specific Results 
4.3.4.1 Case of marathon 
Marathon has primary accent on the first syllable. The correct answer rates for 
third grade participants increased little from the pre- to posttest, i.e., from 62.8% to 
Table 4-8 
The Relationship between the Primary Accented Syllable and Pitch, Intensity, 
and Duration 
Note. Shaded symbols show inconsistency of the highest intensity syllable and the 
primary accented syllable or the longest duration syllable and the primary accente d 
syllable. Italicized figures in the duration column are the duration of primary 
accented syllable. 
1 2 3
1 af・ter・noon 163 3 ◎ 3 ◎ 3 ◎ 3 0.224 0.190 0.492
2 mil・lion・aire 162 3 ◎ 3 × 1 ◎ 3 0.275 0.311 0.330
3 to・ma・to 160 2 ◎ 2 ◎ 2 ◎ 2 0.101 0.283 0.201
4 marsh・mal・low 159 1 ◎ 1 ◎ 1 ◎ 1 0.327 0.187 0.218
5 pine・ap・ple 155 1 ◎ 1 ◎ 1 ◎ 1 0.221 0.200 0.131
6 sil・hou・ette 155 3 ◎ 3 ◎ 3 ◎ 3 0.327 0.161 0.381
7 mag・a・zine 154 3 ◎ 3 × 2 ◎ 3 0.214 0.084 0.461
8 com・put・er 152 2 ◎ 2 ◎ 2 ◎ 2 0.212 0.243 0.187
9 i・de・a 152 2 ◎ 2 ◎ 2 ◎ 2 0.130 0.371 0.097
10 cal・en・dar 150 1 ◎ 1 ◎ 1 ◎ 1 0.291 0.129 0.168
11 pa・ja・mas 149 2 ◎ 2 ◎ 2 × 3 0.130 0.228 0.302
12 cat・a・log 147 1 ◎ 1 ◎ 1 × 3 0.228 0.073 0.317
13 chim・pan・zee 144 3 ◎ 3 × 2 ◎ 3 0.267 0.234 0.424
14 lem・on・ade 142 3 ◎ 3 × 1 ◎ 3 0.281 0.162 0.317
15 um・brel・la 138 2 ◎ 2 ◎ 2 × 3 0.167 0.197 0.224
16 mar・a・thon 132 1 ◎ 1 ◎ 1 × 3 0.216 0.043 0.353
17 spa・ghet・ti 111 2 ◎ 2 ◎ 2 × 1 0.268 0.191 0.184
18 al・pha・bet 107 1 ◎ 1 ◎ 1 × 3 0.156 0.161 0.237
Duration (second)
 Total
score
acc.
loca-
tion Longest
correspond
-ence
of syllable
Pitch
correspond-
ence
Highest
Intensity 
correspond-
ence
Highest
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63.9%. The MacNemar ’s test p-value for the third graders was 1.000, and the effect 
size was “Almost Null” (χ2 = 0.000, Cramer ’s V = .00), suggesting that the ACM 
instruction was completely ineffective for this particular word among the third grade 
participants. In contrast, the p-value for sixth grade participants was .014, showing a 
significant difference between the pre- and posttest scores at the p = .05 level. 
However, the correct answer rate in the posttest was not particularly high (69.2%), 
and the effect size was “Small” (χ2 = 5.921, Cramer ’s V = .24), suggesting that the 
ACM instruction was only somewhat effective for this word among the sixth grade 
participants. Figure 4-6 presents these findings graphically.  
 
 
To further investigate the cause of the lack of effectiveness of the ACM 
instruction for this word, the author investigated the syllable duration and aspects of 
the waveforms, pitch, and intensity. It was found that the word marathon had the 
highest intensity and highest pitch in the first syllable (see Table 4-9 and Figure 4-7). 
The measurement of duration revealed that the third syllable was the longest of the 
three, at 0.353 s, despite the primary accent being on the first syllable, which had a 
Figure 4-6. Results of the pre- and posttests for accent placement in marathon. 
91 
duration of 0.216 s. In addition, the duration of the second syllable was remarkably 
short, at 0.043 s, and its coda, the liquid /r/, may make the syllable boundary unclear. 
These aspects may have caused participants to assign primary accent incorrectly to  
the third syllable. Alternatively, participants may have perceived thon to be the 
second syllable, rather than a third syllable, if they perceived mar・a as mono- 
syllabic, i.e., as the first syllable. 
Next, the author explored the participants’ inclinations regarding Japanese 
accent selection. Table 4-9 shows the participants perceptions regarding Japanese 
marason. Unexpectedly, most (165 out of 198 students, 83.3%) perceived their  own 
accent on marason to be a Tokyo accent, with a flat accent starting the first mora ma 
with lower pitch, and rising pitch in ra (see the note below Table 4-9). This 
phenomenon could offer a further or alternative explanation for the lack of 
effectiveness of the ACM instruction for this word among the participants .        
Specifically, it was found that the pitch in the Kansai accented marason, which 
was recorded by a Japanese L1 female from the Kansai area (mentioned in 4.3.3.5) 
starts with a higher pitch and falls in ra and son. Interestingly, it is similar to the 
pitch in the English accented marathon. Thus, if a participant applied the Kansai 
accent in marason, s/he might assign primary accent correctly, whereas the flatter 
accent of the participants’ perceived  marason may have lowered their accuracy. 
To sum up, the lack of effectiveness of the ACM instruction in this case may 
have been caused by several factors, as follows; 
(1) It is difficult to divide the word into syllables due to the liquid sound /r/.  
(2) The longest duration does not lie on the primary accented syllable (the 
first syllable), but rather on the third syllable. Participants may have 
assigned primary accent to the latter half of the word due to its longer 
duration. 
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(3) The accent of the participants’ own marason was mostly in the Tokyo 
mode, which may have led them to assign primary accent to the latter 
half of ma・      . 
 
 
 
 
 
 
Table 4-9.  
Students’ selection of their accent in marason in Japanese pronunciation  
Kansai 
accent
Tokyo 
accent
neither
Kansai 
accent
Tokyo 
accent
neither
marason 
(Japanese)
7 89 6 5 76 20
Third graders Six graders
Figure 4-7. Visualization of the waveform, intensity (dotted line),  pitch, 
and duration in marathon using Praat. 
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4.3.4.2 Case of spaghetti 
Spaghetti has primary accent on the second syllable. The percentage of correct 
answers for this word from the third grade participants in the pretest was 70.2% and 
that in the posttest 53.2% (see Figure 4-8). The McNemar ’s test p-value was .014, 
but the effect size was “Small” (χ2 = 5.921, Cramer ’s V = .25). These results suggest 
that the ACM exercise had the opposite effect to what was expected for this word, 
but the effect was not particularly powerful. 
Furthermore, the percentage of correct answers from the sixth grade 
participants only fell from 59.6% in the pretest to 58.7% in the posttest. The 
MacNemar’s test p-value for the sixth grade figures was 1.000, and the effect size 
was “Almost Null” (χ2 = 0.000, Cramer’s V = .00), suggesting that ACM was 
ineffective for this word among the sixth graders, however the difference was not 
found to be statistically significant. 
 
 
Considering the third graders’ correct answer rates for spaghetti, the author 
regarded it as strange that both first and third syllable error rates increased from the 
Figure 4-8. Results of the pre- and posttests for accent placement in  spaghetti. 
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pre- to the posttest. The percentage of first syllable errors increased from 14.9% to 
20.2% and the percentage of third syllable errors from 14.9% to 26.6%. Among the 
sixth graders, however, both the first and third syllable error rates remained 
relatively constant, remaining at 7.7% in the pre- and posttests for the first syllable 
errors and, for the third syllable errors, increasing from 32.7% to 33.6%. 
To further investigate the possible cause of the lack of a positive effect of the 
ACM instruction on this word among the third grade participants, the author 
analyzed the durations of syllables and aspects of the waveforms, pitch, and intensi ty, 
as well as examining their perceptions regarding the accent of the Japanese supagetti. 
The results showed that 58.8% of the third grade participants selected the Tokyo 
accent as being closer to their own (see Table 4-10). The Tokyo accent in supagetti 
starts with low pitch and raises at the second mora pa, lowering pitch quickly with a 
kernel at the final mora ti (see the visualization in the note below Table 4-10).  
 
 
The cause of third grade participants’ misplacement of primary stress in the 
English spaghetti may be explained in a similar manner as was done above for 
marathon. First, as the first syllable has the longest duration, the participants may 
have thought that this was the primary accented syllable. Moreover, considering the 
waveform for spaghetti in Figure 4-9, the pitch and the intensity in the first syllable 
Kansai 
accent
Tokyo 
accent
neither
Kansai 
accent
Tokyo 
accent
neither
supagetti 
(Japanese)
33 60 9 54 37 10
Third graders Six graders
Note. Kansai accent =            Tokyo accent = 
Table 4-10.  
Students’ selection of their accent in supagetti in Japanese pronunciation  
95 
seem to be as high as those in the second syllable. In addition, as the third graders 
were inclined to select the Tokyo accent of the Japanese form, it may be that they 
inferred the English primary accented syllable from their native accent. Thus, the 
third graders who chose the first syllable as primary accented may have segmented 
and accented the word as spá・ghet・ti.  
 
To determine the cause of misplacement of primary accent on the third syllable 
among third and sixth grade participants, the author explored the visualization of 
pulses in the waveforms of the English spaghetti and the Japanese Kansai accent 
supagetti (see Figures 4-10 and 4-11). 
Considering these visualizations, a remarkable difference is noted between 
English spaghetti and Japanese supagetti. The pulses in English spaghetti are 
continuous from the /ə/ vowel to the end of /i/, meaning that the voicing is 
uninterrupted. In contrast, Japanese supagetti has a voiceless gap at the glottal stop, 
which is a double consonant in Japanese. The voiceless gap starts immediately after 
the /e/ and ends where the plosive /t/ ends and the final vowel begins. 
Figure 4-9. Visualization of the waveform, intensity (dotted line),  pitch, 
and duration in spaghetti using Praat. 
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Note that the pronunciation of spaghetti described above can be explained in 
terms of the American English flap phenomenon, according to which the flap /ɾ/ 
occurs when /t/ or /d/ follows a stressed vowel and is followed by an unstressed 
vowel (Lane, 2010). As far as Japanese phonemes are concerned, such a flap sounds 
like the ra column sounds in the kana syllabary (/r/ in ra, ri, ru, re, and ro) 
(Takebayashi & Saito, 2008).  
Primary accent was incorrectly assigned to the third syllable of spaghetti by 
26.6% of third graders and 33.6% of sixth graders in the posttests. The reason may 
be related to the flap phenomenon, as the participants may have perceived the flap /ɾ/ 
as the liquid /r/. This may have caused problems for syllabification, similar to the 
problems with counting syllables in a word with a liquid /r/ , such as cherry, as 
reported in Chapter 3 (see 3.4.2).  
Figure 4-11. Visualization of the waveform and pulses in the Kansai dialect 
s(u)pagetti 
s u      p a     ɡ    e   t           t  i 
s            p ə         ɡ     é      t(ɾ)   i 
Figure 4-10. Visualization of the waveform and pulses in spaghetti. 
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Thus, the participants may have perceived -ghetti as a single syllable, and 
consequently divided it into syllables as s(u)・pa・ghetti. Furthermore, as Japanese is 
a mora-timed language (Kubozono & Homma, 2002; Vance, 2008), speakers tend to 
insert a vowel after a consonant, making Japanese-English pronunciation less 
intelligible (e.g., Enomoto, 2008; Takebayashi & Saito, 2008; Vance, 2008). As some 
participants may have drawn an inference from their Japanese manner of articulation, 
they may also have syllabified the word as s(u)・pa・ghetti. Note too that the sum 
duration of ghet and ti (0.375 s) is longer than the duration of the first syllable. This 
lengthening could have further affected the accent placement for this word.  
An additional cause of the problems the participants had with spaghetti may 
have been related to the preference of sixth grade participants for the Kansai accent 
for this word (see the image in the note below Table 4-10). As the Kansai accent for 
supagetti has a pitch rise in /get/ and the kernel in /ti/, it is to be expected that such 
participants felt the accent should be on the latter half of the word, based on a false 
analogy. 
To sum up, the lack of a positive effect of the ACM instruction on the word 
spaghetti may have been caused by one or more of several reasons, including:  
(1) the difficulty in syllabification caused by the flap /ɾ/,  
(2) the misperception due to the irregular longest duration in the first syllable 
or the amalgamation of the second and third syllables,  and 
(3) the false analogy from the Kansai accent,       . 
 
4.3.4.3 Case of alphabet 
Alphabet has primary accent on the first syllable. The percentage of correct 
answers among the third grade participants was 46.8% in the pretest and 48.9% in 
the posttest. The McNemar ’s test p-value was .871, and the effect size was “Almost 
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Null” (χ2 =0.026, Cramer ’s V = .02). Similarly, the percentage of correct answers 
among the sixth grade participants was 53.8% in the pretest and 58.7% in the 
posttest. The MacNemar ’s test p-value was .560, and the effect size was “Almost 
Null” (χ2 = 0.340, Cramer ’s V = .06). These results suggest for both grades of 
participants that the ACM instruction did not have a positive effect on their ability to 
place accent correctly. The results are reflected graphically in Figure 4-12. 
The results show that the participants tended to mistakenly place primary 
accent on the third syllable, rather than the first, with lower rates for incorrect 
placement on the second syllable. Interestingly, more sixth graders’ placed the 
accent incorrectly on the third syllable in the post - than in the pretest (27.9% vs. 
25.0%). Furthermore, note that the correct accent placement rates for alphabet by 
both grades of participants in the posttest were the lowest of all the test words.  
 
 
 
Investigating the characteristics of the syllables, the author ’s findings were as 
follows: 
Figure 4-12. Results of the pre- and posttests for accent in alphabet. 
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(1) The duration of the third syllable (0.237 s) was longer than those of the 
remaining syllables. 
(2) Syllable boundaries were comparably clear by virtue of the onset 
consonants, namely a fricative /f/ and a plosive /b/ in the second and third 
syllables, respectively. 
(3) The third syllable carries secondary accent, and intensity gradually 
fluctuates from the first to the third syllable (see Figure 4-13) 
 
 
The participants’ accent selections for the Japanese arufabetto are of particular 
interest (see Table 4-11). A total of 61 third graders selected the Tokyo accent, 
surpassing the number who selected the Kansai accent. In contrast, the sixth graders 
split into two equal groups in terms of the selection of the Kansai and Tokyo accents. 
However, the number of sixth graders who selected the Kansai accent surpassed the 
number of third graders. The accent in the English alphabet is more similar to that in 
the arufabetto of the above-mentioned Kansai female than it is to the Tokyo accent. 
Specifically, the Kansai accent in arufabetto starts with a at a high pitch, flattening 
ǽ    l       f      ə       b      è             t 
Figure 4-13. Visualization of the waveform, intensity (dotted line),  pitch, 
and duration in alphabet using Praat. 
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in bet, and falling quickly in the last mora to. As the accent in English alphabet is on 
the first syllable, it may be that the Kansai accent in arufabetto is more similar to 
that of English. 
This phenomenon may explain why the sixth graders had a higher correct 
accent placement rate than the third graders. That is, the existence of a Japanese 
counterpart with a similar accent position may have allowed the participants to guess 
the correct answer by analogy. 
 
 
4.4 Conclusion 
The purpose of the study reported in this chapter was to investigate the 
effectiveness of ACM instruction in helping students to develop the listening skills 
required to correctly perceive the position of word accent in English. Specifically, 
the study aimed to address the following two research questions: 
 
    RQ1: How effective is the ACM instruction in helping Japanese elementary 
         school students to develop correct accent placement in English words? 
RQ2: What causes Japanese elementary school students to misplace primary  
accent in English words? 
 
Table 4-11.  
Students’ selection of their accent in arufabetto in Japanese pronunciation 
Note. Kansai accent =            Tokyo accent = 
Kansai
accent
Tokyo
accent
neither
Kansai
accent
Tokyo
accent
neither
arufabetto
(Japanese)
36 61 5 48 45 8
Third graders Six graders
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The answers to these research questions are summarized in this section. 
Overall, the experiment conducted in this part of the study revealed that the ACM 
instruction, accompanied by gestures, was effective in helping both third grade and 
sixth grade students to develop the ability to correctly identify the position of 
primary accent in English words. As speakers  do not generally pay particular 
attention to accent placement in daily conversation, instruction on and practice in 
accent placement may be particularly meaningful in the context of L2 teaching in 
light of its important functions. 
Concerning RQ1, the participants’ posttest scores increased significantly. The 
word-specific findings suggested that the ACM instruction was moderately effective 
in helping them to determine primary accent placement correctly for several words. 
Words in which the primary accented syllable had the longest duration were found to 
be the easiest following the ACM instruction. Furthermore, despite differences 
between the phonemic systems of English and Japanese, the participants seemed able 
to locate accent correctly in English words i f they could rely on analogy to the 
Japanese form of the loanword in their own native dialect . 
As for RQ2, the participants were unable to indicate correct primary accent 
placement for several words. It appeared that, if the three factors of maximum pitch, 
duration, and intensity coincided in the primary accented syllable, they could more 
easily perceive and correctly locate the primary accent. However, if duration did not 
match the primary accent position, their abilities declined. In light of these results, it 
was hypothesized that the participants relied on syllable duration when they could 
not easily determine primary accent placement. 
A further cause of problems in assigning primary accent related to  accent 
position in the participants’ L1 and its relation to accent position in the English 
words deserves mention. Specifically, accent falling on a syllable different from that 
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on a mora in a Japanese counterpart tended to lead to misplacement. Thus, 
dissimilarities in the accent position between English and Japanese appeared to lead 
to incorrect accent placement. Such issues arose in the context of the English liquids 
/l/ and /r/, the American English flap /ɾ/, and English consonant clusters such as /sp/ 
in spaghetti. These findings suggest that such problematic features of English may 
require explicit instruction in L2 teaching contexts.  
This study had a number of limitations that ought to be considered in further 
related research. First, as the participants were instructed in the English ACM 
activities without writing, they could not make use of letters to help them determine 
accent positions. They could only use the flash cards, the ALT’s model speaking, and 
the CD to practice English pronunciation.  
In this context, it may have been difficult for the participants to accurately 
identify the syllable boundaries and primary accent positions. If they could have 
read letters, they may have been able to recognize syllable boundaries more clearly. 
As syllable boundaries are a complex issue, the explicitness of let ters may well have 
helped them to determine the syllable boundaries and accent position. Although the 
participants were able to identify positions roughly, using concepts such as ‘front’ 
for the first syllable, ‘middle’ for the second syllable, and ‘end’ for the third syllable, 
it may be recommended that writing be used in such instruction on L2 prosodic 
features.  
Second, the present findings suggest that, when students learn the prosody of a 
foreign language, their own language and dialect should be taken  into consideration. 
As reported above for the cases of spaghetti and alphabet, the prosodic features of 
students’ native dialects, particularly in terms of accent and intonation, may have a 
significant impact on the form of their L2 utterances. For example, the participants 
in the present study, originating from the Kansai area, responded in a certain way to 
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the target words, whereas students from another area, such as Kanto, may require a 
different approach, as their dialect differs in terms of accent and  intonation. 
Third, the ACM material reported upon here is just one type of phonetic 
instruction material being developed for elementary school students, and followed 
from that developed for the SCM study reported in Chapter 3. The ACM material 
was used with the third and sixth graders who had taken part in the SCM classes in 
the second and fifth grades respectively, and it was assumed that they would be able 
to count syllables. However, their syllable counting ability was not as good as 
expected. This suggests that the phonetic instruction material series needs ongoing 
step-by-step development. The aim is to integrate a range of materials as a complete 
entity for an English L2 curriculum for elementary school students in the near future. 
Thus, additional material is required for a range of phonetic aspects, and the next 
step would be to develop materials that both nurture students’ ability to pronounce 
problematic English phonemes accurately at the segmental level, and help them to 
pronounce English sentences with appropriate rhythm and intonation.  
This and the previous chapter have explored the effects of instruction on 
prosodic features at the word level. As a natural progression, the focus of the 
investigation moves from the word level to the sentence level in the next chapter, 
which describes an experiment conducted with third graders, comparing the effects 
of chant materials to those of repetition materials.
3
 
 
Notes 
1. It has been often said that native language (L1) phoneme, accent or intonation 
tend to have interference on those of FL or L2 (e.g., Celce-Murcia, Brinton, & 
Goldwin, 1996; Kondo, 2012; Ishizawa, 2011; Wells, 2006; Yamane, 2015). 
Kondo states that the interference from a native language to L2 occurs at the 
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levels of phonemes, syllables, foots, words, phrases and so forth. Moreover, the 
interference tends to cause problems for acquisition of speech rhythms , such as 
stress or accent, pitch or sound pressure, or intonation.  Regarding with the 
discussion above, the author wondered if English pronunciation spoken by the 
Kyoto and Banshu accent speaking students were affected differently by their 
different native accents respectively, even though their accents were generally 
categorized as the same Kansai area accent. This is one of the reasons that the 
author chose two types of Kansai accents.  
2. The reason why the author used Taishukan’s Unabridged Genius English- 
Japanese Dictionary was previously explained in Notes 3 of Chapter 3. 
3. In this context, “As a natural progression,” means the author will procced to 
investigate the effects of songs and chants on the sentence level, as those on 
words level have been verified in the previous chapters. 
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5. Comparison of Effects on the Third Graders ’ Prosody in Sentences: Study 3 
5.1 Introduction 
5.1.1 Purpose of this Study 
     The purpose of this chapter is to compare the effects of chant and repetition 
methods on the third graders’ prosody development.1 In order to verify the 
effectiveness of those methods, the students’ pronunciation was recorded before and 
after the exercise was examined using a pronunciation evaluation software program. 
     The effects of songs and chants on improving prosody have been widely 
known; however, research is limited on the difference between the practice using 
songs and chants and the repetition practice. In particular, the author could not find 
any experimental work on ways to help Japanese elementary school students improve 
their pronunciation on the sentence level.  
     For the purpose of comparing the two methods, the author chose two different 
classes and gave different sets of teaching materials to the students of each class. 
Two varieties in teaching materials of each using chant and repetition were created 
(i.e., four different materials in total, see section 5.3 for more detail).  
 
5.1.2 Methodological Background of the Materials  
     As the participants were elementary school students, the author attempted to 
conduct the experiment under conditions as close to an ordinary class as possible; 
this was to ensure that students did not feel uneasy, and also to encourage them to 
partake in the class. Two chants (“What do you want for dinner?” and “Do you want 
chicken?”) were selected from Carolyn Graham’s Let’s Chant! Let’s Sing! Book 1 
(2006). However, the words to the original chants were modified to match the 
objectives of the school’s third grade curriculum; hence, two target dialogues were 
created for this experiment: (1) “What do you want today?” “I want cake.” and (2) 
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“Do you have a circle?” “Yes, I do.”  
In this study, chants and songs are classified identically; that is, they are 
categorized as teaching materials comprising rhythm or melody.
2 
In order to examine 
the effects of the chant exercises, the following two research questions (RQs) were 
posed: 
 
RQ1: How effective is the chant method in helping third graders to develop 
English prosody when compared to the repetition method? 
RQ2: What are the problems that emerge when chants are used to improve 
students’ intelligibility in English sentence pronunciation? 
 
5.2 Preparation of the Experiment  
5.2.1 Participants and their English Learning Environment 
Participants in this study comprised 65 third graders from two different classes 
at the same elementary school; Class A included 32 students (15 boys, 17 girl s), and 
Class B consisted of 33 students (16 boys, 17 girls). Students at the school start 
English classes in the first grade for one period each week. The school possesses its 
own English curriculum; classes are conducted through team teaching, wherein th e 
homeroom instructor is aided by an Assistant English Teacher (ALT) from the United 
States. More than ten years have passed since English teaching was introduced at the 
school. The teaching content includes not only songs and games, but also several 
different activities based on contextual language use, such as interviews and 
role-playing activities. 
 
5.2.2 Duration of the Experiment 
The experiment was conducted between February 15 and March 21, 2012. 
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However, many students contracted the flu during this period, and were consequently 
absent from school. Thus, only 47 of the 65 students were able to complete the pre - 
and posttest, which was conducted in order to collect voice data. Twenty-three 
samples were obtained from Class A (11 boys, 12 girls), and 24 samples were 
collected from Class B (11 boys, 13 girls).  
 
5.2.3 Recording Environment and Evaluation of Voice Data 
Steps were taken to ensure that the audio data were clear with the least amount 
of background noise possible. Recordings were made in a small  meeting room for 
teachers located far away from the athletic grounds, classrooms, or student 
corridors; accordingly, it was likely the quietest room on the school campus.
3
 A 
Shure SM-58 unidirectional microphone was used to limit the amount of background 
noise captured; a Roland UA-33 Tri-Capture USB audio interface was connected 
between the microphone and computer to reduce electromagnetic interference. Sound 
it! Lite 7 was used to record students’ voices  (see Figure 5-1). 
 
 
 
     The pronunciation evaluation software GlobalvoiceCALL (GVC) was 
employed to analyze students’ sound data. GVC features built -in text-to-speech 
(TTS), and can assess a student’s voice numerically in order to determine its likeness 
Figure 5-1. Sound capture system. 
P C 
 
Recording and 
editing software 
(Sound it! Lite 7 ) 
USB audio 
interface (Roland 
UA-33) 
Tri-Capture) 
Unidirectional 
microphone 
(Shure SM-58) 
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to the TTS model’s. To evaluate students’ sound data, a recorded voice from an 
outside speaker, such as a language instructor, can be used as a model for 
comparison. An ALT in his late 30s from Seattle provided the model voice. He has 
taught English for more than ten years in school B. He also has taught English in a 
university for several years. To match GVC’s sampling rate requirements, the voice 
data were converted from 44100Hz stereo wave files into 16000Hz mono wave files 
using Sound It! Lite 7. 
The students’ voice data were evaluated according to accent, intonation, and 
segmentals. The software evaluates accent by comparing a model voice to a 
student’s, based on the relative locations of accent; that is, the accent score is 
determined according to how well the placement of  a student’s accent matches the 
selected model. Likewise, intonation is evaluated according to pitch by comparing 
fluctuations and stress positions in students’ utterances with the model. Finally, 
phonemes were analyzed using GVC’s sound evaluation algorithm, which produces a 
numerical result indicating the similarity of a student’s sound to the model.  
 
5.3 Material Development and Experiment Procedure  
To assist students in understanding meaning and context, the author developed 
Flash animations. In addition, accompaniment to the chants was created using Singer 
Song Writer Lite. To compare the effectiveness of the chant materials, the 
aforementioned ALT was asked to record a repetition version of the materials; this 
version included the same number of repeti tions as the chant version. Thus, each of 
the materials included 12 repetitions. However, the aim was not only to obtain 
equilibrium in terms of practice time, but also to make the practice routine by means 
of the visual and audio aids mentioned above. The testing materials were developed 
by the author with the ALT’s cooperation, who allowed his voice to be recorded; 
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these materials included an orientation animation that was created using Flash 
Maker 3, an application that simplifies the creation of Flash animations. The 
animation explained how to complete the test, and showed students when to speak 
into the microphone. Sound it! Lite 7 was used to record the ALT’s voice for the test 
sentences and explanations. 
The English activity classes were conducted once weekly and lasted five 
weeks. Students’ voices were recorded after the first day of class and one week after 
the fifth day following the completion of the practice exercises; these data were 
analyzed to determine the effectiveness of chants on improving accent, intonation, 
and pronunciation (phonemes). The chant and repetition exercises consumed 15 
minutes of each 45-minute period for the duration of the experiment. Sentence D 
(“Do you have a circle?”) and Sentence W (“What do you want today?”) were used 
to test the effectiveness of chants and repetition.  
Repetition Exercise A and Chant Exercise A were created as counterpart 
exercises using the same vocabulary items. Similarly, Repetition Exercise B and 
Chant Exercise B shared the same vocabulary items. Each class learned both 
vocabulary sets: Class A used Repetition Exercise A and Chant Exercise B, while 
Class B used Repetition Exercise B and Chant Exercise A. Since the participants 
were all elementary school students, the contents were created according to their 
assigned curriculum. Thus, the materials for the two classes had the same level of  
difficulty. 
To evaluate how students’ pronunciation improved, recordings following the 
first period (pretest) were compared to those from immediately after the fifth  period 
(posttest). These were subsequently tested using GVC to determine their similarity 
to the model voice provided by the ALT. As the participants had not yet learned to 
read in English, students listened to the model read the first dialogue aloud (“Wh at 
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do you want today?” “I want cake.”); six seconds afterwards, the student repeated 
both sentences into the microphone. The same procedure was used to record the 
second dialogue (“Do you have a circle?” “Yes, I do.”). Each student was recorded 
individually. The six-second interval was decided upon according to the theory of 
echoic memory; echoic memory is short-term sensory memory, which resides in the 
auditory domain. According to Howes (2007), an utterance cannot remain in the 
short-term memory domain for more than five seconds unless one listens to a subject 
attentively.
4
 Hence, the author selected a six-second interval to ensure that students 
did not keep focusing on pronunciation factors such as accent, intonation, and 
phonemes. 
 
5.4 Results and Discussion of the Exercises’ Effect on Prosody 
5.4.1 Effect on Accent 
Table 5-1 shows the mean pre- and posttest scores for the evaluation of the 
exercises’ effect on accent. Surprisingly, none of the results revealed any 
significance. For example, no significant difference was found between the pre- and 
posttest for Sentence D (“Do you have a circle?”) from the Class A chant exercise ( M 
= 86.86, SD = 8.87, N = 23 and M = 86.49, SD = 8.82, N = 23, respectively, with a p 
< .05 level of significance). Likewise, no significant difference was found between 
the pre- and posttest for Sentence D from the Class B repetition exercise (M = 84.25, 
SD = 9.14, N = 24 and M = 87.10, SD = 6.24, N = 24, respectively, with a p < .05 
level of significance). In addition, a significant difference was not found between the 
pre- and posttest for Sentence W (“What do you want today?”) from the Class B 
chant exercise (M = 88.39, SD = 5.47, N = 24 and M = 87.53, SD = 5.70, N = 24, 
respectively, with a p < .05 level of significance). Similarly, no significant 
difference was found between the pre- and posttest for Sentence W from the Class A 
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repetition exercise (M = 86.55, SD = 3.63, N = 23 and M = 87.31, SD = 4.47, N = 23, 
respectively, with a p < .05 level of significance). Hence, neither chants nor 
repetition proved to be effective in accent improvement.  
 
 
 
5.4.2 Effect on Intonation 
Table 5-2 shows the mean pre- and posttest scores for the evaluation of the 
exercises’ effect on intonation. As with accent, none o f the results revealed any 
significance. For example, no significant difference was found between the pre - and 
posttest for Sentence D from the Class A chant exercise (M = 76.17, SD = 13.96, N = 
23 and M = 71.72, SD = 17.03, N = 23, respectively, with a p < .05 level of 
significance). Likewise, no significant difference was found between the pre - and 
posttest for Sentence D from the Class B repetition exercise (M = 69.14, SD = 15.13, 
N = 24 and M = 69.09, SD = 13.44, N = 24, respectively, with a p < .05 level of 
significance). In addition, a significant difference was not found between the pre - 
and posttest for Sentence W from the Class B chant exercise (M = 61.91, SD = 10.65, 
N = 24 and M = 67.36, SD = 11.93, N = 24, respectively, with a p < .05 level of 
Table 5-1 
Results of a paired t-test (two-tailed) between the pre- and posttest evaluations of 
accent for sentences D and W. 
 
N M SD df t p d
Chant Exercise pre 23 86.86 8.87
Class A post 23 86.49 8.82
Repetition Exercise pre 24 84.25 9.14
Class B post 24 87.10 6.24
Chant Exercise pre 24 88.39 5.47
Class B post 24 87.53 5.70
Repetition Exercise pre 23 86.55 3.63
Class A post 23 87.31 4.47
1.616 .1223
0.15
22
W
23 0.761 .45
Accent
D
22 0.168
Sentence
.87 0.04
0.642 .53 0.19
0.37
Note. D = “Do you have a circle?”; W = “What do you want today?”  
The mean scores are indicated based on a possible 100 point maximum.  
112 
significance). Similarly, no significant difference was found between the pre - and 
posttest for Sentence W from the Class A repetition exercise (M = 66.29, SD = 12.62, 
N = 23 and M = 62.54, SD = 13.47, N = 23, respectively, with a p < .05 level of 
significance). Hence, neither chants nor repetition proved to be effective in 
improving intonation. 
 
 
5.4.3 Effect on Pronunciation (Phonemes) 
Table 5-3 shows the mean pre- and posttest scores for the evaluation of the 
exercises’ effect on pronunciation (phonemes). As with accent and intonation, none 
of the results revealed any significance. For example, no significant difference was 
found between the pre- and posttest for Sentence D from the Class A chant exercise 
(M = 40.17, SD = 12.12, N = 23 and M = 46.12, SD = 12.69, N = 23, respectively, 
with a p < .05 level of significance). Likewise, no significant difference was found 
between the pre- and posttest for Sentence D from the Class B repetition exercise (M 
= 50.51, SD = 15.96, N = 24 and M = 50.54, SD = 11.65, N = 24, respectively, with a 
p < .05 level of significance). In addition, a significant difference was not found 
between the pre- and posttest for Sentence W from the Class B chant exercise (M = 
Table 5-2 
Results of a paired t-test (two-tailed) between the pre- and posttest evaluations 
of intonation for sentences D and W.  
To determine the Tokyo accent of marason, Sinmeikai Nihongo Akusento Jiten 
[New Comprehensible Japanese Accent Dictionary]  (Kindaichi, & Akinaga, 
2010) was consulted. 
 
Note. D = “Do you have a circle?”; W = “What do you want today?”   
The mean scores are indicated based on a possible 100 point maximum.  
N M SD df t p d
Chant Exercise pre 23 76.17 13.96
Class A post 23 71.72 17.03
Repetition Exercise pre 24 69.14 15.13
Class B post 24 69.09 13.44
Chant Exercise pre 24 61.91 10.65
Class B post 24 67.36 11.93
Repetition Exercise pre 23 66.29 12.62
Class A post 23 62.54 13.47
D
22 0.953 .35 0.04
23 0.011 0.37
W
23 1.693
22 1.156 .53
Intonation
.12
.45 0.15
Sentence
0.19
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44.65, SD = 14.37, N = 24 and M = 46.03, SD = 12.14, N = 24, respectively, with a p 
< .05 level of significance). Similarly, no significant difference was found between 
the pre- and posttest for Sentence W from the Class A repetition exercise (M = 39.91, 
SD = 11.89, N = 23 and M = 43.51, SD = 12.63, N = 23, respectively, with a p < .05 
level of significance). Hence, neither chants nor repetition proved to be effective in 
improving pronunciation (phonemes). 
 
 
5.5 Discussion of the Experiment’s Results  
No statistically significant differences were found between accent, intonation, 
and phonemes in terms of the effectiveness of the test exercises. These results can be 
attributed to two main reasons. First, the participants were third graders who had not 
yet learned to read in English, and second, the pre- and posttests were conducted by 
repeating only a model example of speech. Thus, participants might be expected not 
only to accurately duplicate English sentences, but also their prosodic features and 
phonemes. 
Second, because the instruction did not include explicit coaching in terms of 
proper pronunciation, students lacked a means to improve this feature. Given that the 
Table 5-3 
Results of a paired t-test (two-tailed) between the pre- and posttest evaluations of 
pronunciation (phonemes) for sentences D and W.  
Note. D = “Do you have a circle?”; W = “What do you want today?”  
The mean scores are indicated based on a possible 100 point maximum. 
 
N M SD df t p d
Chant Exercise pre 23 40.17 12.12
Class A post 23 46.12 12.69
Repetition Exercise pre 24 50.51 15.96
Class B post 24 50.54 11.65
Chant Exercise pre 24 44.65 14.37
Class B post 24 46.03 12.14
Repetition Exercise pre 23 39.91 11.89
Class A post 23 43.51 12.63
1.787 .09 0.4822
Sentence
0.29
Pronunciation
(Phoneme)
23 0.008 .99 0.00
W
23 0.360 .72 0.10
22
D
.161.453
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goal of this study was to determine the effectiveness of chants in improving prosody 
and articulation, the author’s failure to provide learners with guidance concerning 
pronunciation was a significant oversight. Accordingly, students did not focus on 
prosody or articulation during the exercises; consequently, they were not able to 
improve their pronunciation, and the potential effectiveness of the exercises could 
not be accurately gauged. 
 
5.6 Conclusion 
Both the SCM (Syllable Chants Method) and the ACM (Accent Chants 
Method) were found to have some positive effects on students’ pronunciation at 
word level; however, in the present study, the results revealed no significant 
difference in the improvement of pronunciation between either of the methods. This 
suggests that when it comes to pronunciation instruction at sentence level, further 
explicit teaching of prosodic features such as intonation and accent may be required 
to affect sentence level changes. Moreover, if students learn how to pronounce 
segmentals that are not found in Japanese, there could be changes to students’ 
pronunciation at sentence level. Therefore, to develop students’ stress-timed rhythm 
in English, teachers should develop approaches that nurture their ability to sense the 
isochronism between strong and weak syllables (Kanamori, 2003). For that purpose, 
developing phonetic or rhythmic materials to nurture students’ natural English 
rhythms should be prioritized. 
Furthermore, conducting experiments in the context of an elementary school 
classroom can be challenging, since students are constantly learning and growing, 
both in general and within the confines of the experiment itself. Thus, care should be 
taken to conduct an experiment under authentic conditions that match students’ daily 
routines and expectations. Given that students and teachers are preoccupied by their 
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respective responsibilities, securing time for data collection can be difficult both 
during and outside of school hours. For example, a flu outbreak occurred in the 
school district during data collection, thereby decreasing the number of posttest 
results obtained. 
In addition to the logistical issues associated with conducting experiments in 
elementary schools, one must also consider differences in personalities and 
comprehension ability; as not all students may necessarily grasp how to perform a 
given task in the same manner. Therefore, researchers and educators should refine 
their understandings of experimentation and data collection in order to avoid these 
aforementioned difficulties, particularly when conducting research involving 
elementary-level English instruction. 
     This chapter has explored the effects of chant exercises on prosodic and 
segmental features at the sentence level. The results revealed no significant 
difference in the improvement of pronunciation between either of the methods.  The 
causes of statistical insignificance between pre- and posttest mean scores seem to be 
a result of firstly, the students’ inability to read and secondly that the instruction did 
not include explicit coaching in terms of proper pronunciation.   
It is hoped that this investigation would provide researchers and teachers with 
guidance for teaching English prosody to Japanese elementary school students using 
chants and songs. 
In Chapters 6 and 7, research of the "emotional effects" of songs and chants 
will be discussed. As noted in Chapter 2, the effects of songs and chants are 
classified into four groups: (1) an emotional effect, (2) a memory retention effect, 
(3) a prosodic effect, and (4) an authentic use effect. Although previous studies in 
this dissertation used qualitative data, the following chapters utilize questionnaires 
(mainly to discuss emotional effects). Chapter 6 goes over a practical study where 
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prosody instruction was given at the sentence level to third grade students.  
 
Notes 
1. As long as the experimental environment and the curriculum is concerned in 
school B (where fifth and sixth graders participated in Study 1 and Study 2), there 
were not enough necessary conditions to conduct the experiment in Chapter 5 
(Study 3). For example, not only did the material not follow school B’s 
curriculum, but the recording environment was also not good enough. Thus, the 
higher grade levels (e.g., fifth or sixth graders) did not participate in Study 3. For 
this reason, the experiment was limited to the third graders.  
2. As rhythm is made up of temporal order, it is the base of music (Umemoto, 1999).  
Both songs and chants are classified to music, moreover rhythm in songs and 
chants are utilized to improve students’ pronunciation. Thus, in this study they are 
categorized identically as English teaching materials. 
3. To determine the quietness of the recording room, the author measured its noise 
levels using a sound level meter on September 26, 2012 at 1:10 PM (40.7dB), 1:15 
PM (37.7dB), and 1:20 PM (39.5dB); the average sound pressure level was 
39.3dB, which is equivalent to locations such as libraries, cities at midnight, or 
residential areas in the day time. These times were approximate to when the 
students’ recordings were eventually made. According to Oshima (2003), 39.3dB 
is equivalent to silence; thus, considering that a unidirectional microphone was 
used, the recording environment was ideal.  The table 5-4 shows sample noise 
levels from different contexts for comparison purposes. The data was retrieved 
from the Web site below, <http://www3.ocn.ne.jp/~oshimas/index.html.> 
(Accessed Sept. 8, 2012 ). 
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4. According to Howes (2007 p.47), “the information held in auditory sensory store 
or echoic memory includes loudness, rhythm, frequency, spatial location, and (in 
the case of a voice) tone and pitch.” 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Noise Level dB Location
Quiet 50 Quiet office
Quiet 40 Library; city at midnight; quiet residential area in the day time
Very quiet 30 Suburbs at midnight; quiet residential area at midnight
Very quiet 20 Clock ticking from a distance of one meter; rustle of leaves
Table 5-4 
Levels of noise in different contexts  
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6. Comparison of the Chants’ Emotional Effects on the Third Graders: Study 4 
6.1 Introduction 
     Chapters 5 and 6 were originally a set of studies with a methodology and a 
questionnaire. In Chapter 5, the effects of the chant method and the repetition 
method using short English sentences on third graders’ prosody were compared; in 
doing so, three prosodic features were evaluated: intonation, accent, and 
pronunciation of segmentals. The effects of both methods were measured using 
GlobalvoiceCALL, an application designed for pronunciation evaluation.  It turned 
out that neither method was effective in improving student ’s abilities of sentence 
pronunciation. This chapter, Chapter 6, however, specifically examines the 
emotional effects of chants. As previously mentioned in Chapter 2, the emotional 
effect has been widely maintained by teachers and researchers, however studies on 
this topic empirically have not been verified. Thus, the author’s aim in this chapter is 
to examine the songs use’s effectiveness on third graders’ emotional aspects. 
     To investigate students’ thoughts and feelings regarding the chant method, two 
types of questionnaires were administered after the exercises were completed.
 
Respondents were asked to provide their impressions of the method’s effectiveness 
from two viewpoints: (1) by comparing the usefulness of the chant and repetition 
methods, and (2) by identifying learning strategy for improving English 
pronunciation (see Appendix E). Given the aim of the questionnaires, which was to 
obtain data from students concerning effective pronunciation instruction in relation 
to the emotional and cognitive effectiveness of chants, two research questions (RQs) 
were posed: 
 
RQ1: In learning English, which method do students believe is more effective, 
chants or repetition? 
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RQ2: What learning strategy do students deem to be most important with 
regards to improving their pronunciation? 
 
6.2 Administration of the Questionnaires 
6.2.1 Questionnaire I: Which is More Effective, Chants or Repetition? 
To ascertain which method students believed was more effective, a 
questionnaire was administered to determine (1) which method they felt was more 
enjoyable, (2) which was more helpful for memorizing words, and (3) which was 
more helpful in improving pronunciation. Since the participants were third graders 
and therefore lacked cognitive and emotional maturity, a four-point scale was 
adopted to make responding to each item simpler
1
. Thus, students were asked to 
choose from four options: chants are much more enjoyable, chants are more 
enjoyable, repetition is more enjoyable, and repetition is much more enjoyable.  
 
6.2.2 Questionnaire II: What Tips Lead to Improved English Pronunciation?  
To discern which tips students perceived to be most useful  for improving 
English pronunciation, a questionnaire was administered  asking students to indicate 
the importance of (1) copying the movement/shape of the ALT’s mouth, in addition 
to how he uses his tongue and/or lips; (2) possessing good rhythm in one’s 
utterances; (3) mimicking the ALT’s pitch fluctuations; and (4) duplicating the 
timing of the ALT’s stressed and unstressed syllables. A four-point Likert scale was 
used wherein 4 = strongly agree, 3 = agree, 2 = disagree, and 1 = strongly disagree.  
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6.3 Results and Discussion of the Chants’ Emotional Effects 
6.3.1 Questionnaire I Results 
6.3.1.1 Which method was more enjoyable 
Eighty-seven point seven percent of the students indicated that the chants were 
either enjoyable or much more enjoyable, whereas the remaining 12.3% preferred 
repetition (see Figure 6-1). 
 
6.3.1.2 Which method was more helpful for memorizing words? 
Sixty-three point one percent of the students indicated that chants were helpful 
for memorizing words, whereas 36.9% preferred repetition. Hence, one third of the 
respondents believed that repetition was the more helpful, although they were 
outnumbered by those who were partial to chants  (see Figure 6-2). Repetition was 
likely preferred by some due to its steadiness, despite the fact that  it may be more 
tedious. Interestingly, 11 students stated in an opened-ended item on the 
questionnaire that repetition afforded them greater opportunity to practice; in reality, 
however, the practice times for both exercises were equal. 
Figure 6-1. Method that students found more enjoyable (N = 65). 
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6.3.1.3 Which method was more helpful in improving pronunciation? 
Sixty-percent of the students indicated that the chants were either helpful or 
more helpful, whereas the remaining 40% believed that repetition was either more 
helpful or helpful (see Figure 6-3). When compared to the results for the first item in 
Questionnaire I (i.e., which method was more enjoyable), those who preferred chants 
were a significant majority; here, however, the two percentages were much more 
similar. Furthermore, nine students stated in an open-ended item on the 
questionnaire that they preferred chants because they facilitated the practice of 
rhythm. Likewise, five students mentioned that they appreciated the fast tempo of 
the chants. Hence, several students believed that acquiring good rhythm  and/or 
fluency was critical to improving pronunciation. 
Figure 6-2. Method that students found more helpful (N = 65). 
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6.3.1.4 Contingency table analysis of the relationship between enjoyment, memory 
retention, and perceived pronunciation improvement 
To investigate how students who preferred chants perceived the effectiveness 
of both repetition and chants in terms of enjoyment and memory retention, statistical 
analysis of the questionnaires’ responses was performed. To ensure that the data 
could be easily manipulated and clearly understood, responses that supported chants 
were coded into 1s, whereas 2s were allotted to responses supporting repetition. 
Thus, two 2×2 cross-tabulation tables were created; Table 6-1 and 6-2 show the cross 
tabulations for the contingency table analysis. The results were obtained using SPS S 
and Fisher’s exact test to verify that there was no relationship between chants and 
repetition. 
As for the relationship between enjoyment and memory retention, the resulting 
p-value for the Fisher’s two-sided exact test was χ2(1) = 10.020, p = .003, φ = .39; 
hence, the null hypothesis was rejected at the p < .01 level, thereby indicating that a 
relationship exists between students’ preference for enjoyment and memory retention. 
Regarding the relationship between enjoyment and perceived pronunciation 
improvement, the resulting p-value for the Fisher’s two sided exact test was  χ2(1) = 
0.024, p = 1.000, φ = .02; hence, the null hypothesis was not rejected, thereby 
Figure 6-3. Method that students found more helpful in improving 
pronunciation (N = 65). 
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confirming that no relationship exists between students’ preference for enjoyment 
and perceived pronunciation improvement. In light of these results, students who 
indicated that chants were more enjoyable than repetition may have believed that 
chants were more likely to facilitate memory retention. Nevertheless, there was no 
evidence to suggest that students believed that chants were more beneficial than 
repetition in terms of pronunciation improvement.  
 
 
 
 
 
6.3.2 Questionnaire II Results 
Students at the school are taught to listen attentively to  the ALT’s 
pronunciation, while simultaneously observing the movement of his mouth in order 
Chants Repetition Total
Count 34 23 57
Residual
a -0.2 0.2
Count 5 3 8
Residual
a 0.2 -0.2
Total 39 26 65
Best contributes to improved pronunciation
Which was most enjoyable?
Chants
Repetition
Table 6-2 
Relationship between enjoyment and pronunciation improvement (N = 65)  
Note. Residual
a
 = Residual analysis 
Note. Residual
a 
= Residual analysis 
Table 6-1  
Relationship between enjoyment and memory retention (N = 65)  
Chants Repetition Total
Count 40 17 57
Residual
a 3.2 -3.2
Count 1 7 8
Residual
a -3.2 3.2
Total 41 24 65
Best facilitates memorization
Which was most enjoyable?
Chants
Repetition
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to duplicate it. This is in agreement with the lesson plan for English activities 
provided to teachers, which in addition to the aforementioned points, also 
emphasizes the importance of articulation. Thus, homeroom teachers and ALTs alike 
intentionally focus on teaching proper pronunciation.  
The four tips from Questionnaire II that students were asked to evaluate are 
listed in Table 6-3 and Figure 6-4; they are accompanied by totals and percentages 
for each rating (i.e., strongly agree, agree, disagree, strongly disagree ). The results 
indicate that students were particularly conscious of the need to copy the ALT ’s 
manners of articulation (96.9% agree or strongly agree), and also maintain suitable 
rhythms in English utterances (95.4% agree or strongly agree); the latter tip was 
focused on specifically in the unit. However, students placed less emphasis on 
mimicking pitch fluctuations in the ALT's utterances (83.1% agreed or strongly 
agreed), and duplicating the timing of the ALT’s stressed and unstressed syllables 
(73.9% agreed or strongly agreed). 
 
 
Figure 6-4. Percentages for each question. 
0% 10% 20% 30% 40% 50% 60% 70% 80% 90%100%
Duplicate the ALT’s stress timing
Mimic pitch fluctuations in the ALT’s …
Maintain suitable rhythms in English utterances
Copy the ALT’s manners of articulation
Table 6-3 
Questionnaire II Results (N = 65) 
Strongly Strongly The total percentage of
agree disagree strongly agree and agree
(1) Copy the ALT's manners of articulation 50 13 2 0 96.9%
(2) Maintain suitable rhythms in English utterance 50 12 2 1 95.4%
(3) Mimic pitch fluctuations in the ALT's utterance 29 25 8 3 83.1%
(4) Duplicate the ALT's stresses timing 28 20 13 4 73.9%
Tips for improving English pronunciation Agree Disagree
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A one-way ANOVA was performed to test the hypothesis that the average 
scores of the four questions were equal; multiple comparisons were performed using 
the Bonferoni procedure. The average scores were found to be different across 
sections (F (3, 192) = 15.40, MSe = .443, p = .000, partial η2 = .19). Bonferoni 
multiple comparisons performed at the .05 significance level revealed that: tip 1 > 
tip 3 (d = .73); tip 1 > tip 4 (d = .84); tip 2 > tip 3 (d = .65); and that tip 2 > tip 4 (d 
= .77). Whereas, there was no difference between tips 1 and 2, nor between tips 3 
and 4 (see Table 6-4). 
 
 
 
6.3.3. Results and Discussion Concerning the Questionnaire 
6.3.3.1 Questionnaire I  
Analysis of the results from Questionnaire I revealed that students who 
believed that chants were more enjoyable than repetition also believed that the 
former were more memorable than the latter. Nevertheless, they did not believe that 
chants were necessarily effective in terms of pronunciation improvement.  This 
coincided with the results reported in Chapter 5 that chants did not contribute to 
pronunciation improvement at a sentence level. Moreover, responses to the survey’s 
open-ended items revealed that, due to their rhythm, using chants made learning 
English more enjoyable, and enhanced students’ ability to memorize words and 
sentences. However, not all students believed that the use of chants led to improved 
pronunciation. Indeed, some respondents preferred repetition, since the percussive 
Table 6-4 
Results of a one-way ANOVA for each question 
Source of variation Sum of squares df Mean square F Significance
Between groups 20.46 3 6.82 15.40 p = .000
Within groups 85.04 192 0.44
Total 105.50 195
Partial η
2
0.19
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sound of chanting tended to make utterances less clear. In sum, chants made 
participation in English learning a more enjoyable and positive experience for 
students. 
 
6.3.3.2 Questionnaire II  
Analysis of the results from Questionnaire II revealed that, in terms of 
improving pronunciation, students believed that it was more important to copy 
manners of articulation and maintain suitable rhythms than to mimic pitch 
fluctuations or duplicate the timing of stressed and unstressed syllables. That is, they 
recognized the importance of articulation and rhythm, but did not place significant 
emphasis on intonation or accent. Despite this, it should be noted that articulation 
was touched upon in the teaching plan, and that instructors were encouraged to 
address this point. Given that chants, games, and other activities like them are 
routinely used in lessons, it is expected that they will increase students’ 
consciousness of rhythm. However, in addition to articulation and rhythm, students’ 
consciousness of intonation and accent should also be increased. Furthe rmore, care 
should be taken to ensure that prosody-related instruction is suited to appropriate 
students’ developmental stages.  
 
6.4 Conclusion 
This chapter shed light on students’ perceptions  of chants. Specifically, the 
introduction of chants fostered a more enjoyable and positive classroom learning 
experience. In addition, participants expressed that the chants made memory 
retention easier. Most importantly, the chants had a profound emotional effect on 
students, which instructors should attempt to harness, particularly in the context of 
teaching English to elementary school students. Based on past literature  (e.g., 
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Brewster & Ellis, 1992; Curtain & Dahlberg, 2004; Graham, 2006; Washino, 2008) 
and the reflections of students in the present study, chants have an appreciable effect 
on memory retention. Moreover, the results from student questionnaires could 
demonstrate that chants made students feel repetition exercises to be easier and more 
enjoyable, supporting what Tada (2011, p.1) mentioned (see Chapter 2, 2.1.1 
Emotional Effect). 
The answers to the initial research questions are summarized below;  
In answer to RQ1, most of the students believed that chants were more enjoyable 
than repetition and chants were more memorable. In answer to RQ2, students 
believed that it was more important to copy manner of articulation and maintain 
suitable rhythm than to mimic the intonation or accent of the ALT. 
This chapter has specifically examined the emotional effects of chants. As 
previously mentioned in Chapter 2, the emotional effect has been widely maintained 
by teachers and researchers, however studies on this topic empirically have not been 
verified. Thus, the author’s aim in this chapter was  to examine the song use’s 
effectiveness on third graders’ emotional aspects, and a certain amount of 
effectiveness was verified. The next chapter, Chapter 7, will explore sixth graders’ 
thoughts and feelings regarding the songs’ effects. To verify the effects, 
questionnaires were administered to students from elementary school A . John 
Denver’s (1971) Take Me Home, Country Road was used to investigate the students’ 
reflections. 
Note 
1. Rebok et al. (2001) state that “virtually all children 8 and older were able to fully
understand the key terms and presentation of items, used the full five-point range 
of response options, and accurately used 4-week recall period.” In addition, most of 
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the students had reached nine years old, as the questionnaire was administrated in 
late March. For this reason, the author considered that it is possible to conduct the 
participants questionnaires using a four-point Likert scale. 
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7. Using Songs in Sixth Graders ’ English Activity Classes: Study 5 
7.1 Introduction 
7.1.1 The Purpose of this Study 
The aim of this study is to examine the effectiveness of using songs have on 
sixth graders’ affective aspects. With regard to the third graders application of chant 
material use in the previous chapter, a certain amount of effectiveness could be 
verified in terms of enjoyment and memory retention. Thus this study examines how 
songs affect higher grade students’ emotional aspects. A series of instruction of 
using songs was given to six classes for fifteen minutes once a week during a second 
term of an academic year. This instruction was conducted during a 45-minute regular 
class. 
At the end of each class, questionnaires were administered to ask how the 
students felt about the classroom activity of using songs in order to examine their 
levels of “enjoyment,” “memory retention,” and “understanding.” In the very last 
class, a questionnaire was given to the students to self-evaluate how the songs they 
had learned affected their emotions, memory, pronunciation abilities, and their 
learnings of authentic language use (see Appendix E). 
MEXT (Ministry of Education, Culture, Sports, Science and Technology) has 
recommended to use particular teaching materials and has encouraged such learning 
activities as English games, songs and chants as well as a teaching method of TPR in 
class. However, as mentioned in the previous chapter, if songs and chants of an 
inappropriate level are used, students may have trouble following the content or lose 
interest. Thus, the author suggested that teachers be considerate of students’ 
psychological development when selecting songs and chants (Masaki, 2015). 
Since 11 and 12-year-old students, in their development stage, generally show 
a remarkable advancement in understanding abstract ideas and in perceiving things 
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analytically, many of them begin to manifest extreme improvement in their quality of 
reasoning (Wadsworth, 1989). Wadsworth (1989, p.159) states that “spontaneous 
interests can be viewed legitimately as part of the child’s ‘lesson plans’ of 
development.” Moreover, Curtain and Dahlberg (2004, p.8) imply that “the role of 
emotions in the learning process is essential, and that emotions have a great effect on 
learning.” Thus, some students might become dissatisfied with the English activities 
which do not match students’ advanced cognitive capabilities. The use of songs and 
chants, if it lacks systematic approach, might not be suitable for fifth and sixth grade 
students to learn English. 
In light of this, the purpose of this study was set to explore better methods of 
using songs for sixth
 
graders who are usually equipped with logical  mind and acute 
preadolescent sensitivity. To fulfill this purpose, reviewing the literature on the 
teaching method of using song in class and examining how this method is actually 
put into practice will be of necessity. The author has been teaching English using 
songs in elementary school classes. The aim of using those song in English activity 
classes was to help promote students’ motivation in learning and develop skills in 
communication as well as help them understand American culture.  The effectiveness 
of this technique was examined by having the students answer the questionnaires 
both during and after the songs were taught. 
 
7.1.2 Hypothesis and Research Questions 
Given the above discussion, this research hypothesizes that (1) the 
introduction of age-appropriate songs, suited to students’ cognitive and mental 
stages, could be an effective method of learning English and that, (2) in order to 
prepare appropriate song material, consideration should be given to several aspects 
of song selection, such as content, tempo, rhythm, and pitch range. The present study 
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in this chapter was conducted to test these hypotheses and the following two 
research questions (RQs) were addressed:  
 
RQ1: What types of song are favored by sixth graders for use in English activity 
classes?  
RQ2: What effects do students recognize when a song they prefer to sing is 
introduced in English classes? 
 
7.2 Study Preparation 
7.2.1 Participants 
Participants in the study comprised 98 Japanese sixth graders from three 
elementary school classes, with 56 boys and 42 girls. In this school, as mentioned in 
previous chapters, English has been taught to all students for the past 11 years, and 
the school uses its own curriculum for English activity classes. The English activity 
class is taught by the homeroom teacher, aided by an Assistant Language Teacher 
(ALT) – an American male in his early 40s from Seattle . The class is conducted once 
a week throughout the year, thus students have approximately thirty 45-minute 
English class periods per year.  
In this school, from the first to the fourth grade, students do not learn English 
reading or writing. The reason for this is that teachers have found that many students 
began to lose interest in learning English once reading and writing was introduced 
and felt that too much reading and writing in English was a burden on younger 
students. Thus, students do not start reading or writing until they are fifth graders 
and teachers take care that students do not come to dislike English reading and 
writing in this school. The English activity curriculum of the first to fourth grades 
mainly comprises activities such as songs and chants, games, Total Physical 
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Response (TPR) activities, arts and crafts, interactive interviews, and tours of the 
school facilities. In fifth and sixth grade, more conceptual content is added to the 
curriculum, such as basic phonics, numbers up to a million, and composition of skits 
or role-plays. However, even at this stage teachers do not force students to read or 
write, but instead merely encourage them to do so.  
As this school plays an important role as a pilot study school in the region and 
prefecture, parents and students have consented to use of student data as long as 
their privacy and personal data are protected. They submitted a consent form and  
agreed for the data to be used in this study; students’ data collection was thus 
conducted ethically.  
 
7.2.2 Selection of song: “Take Me Home, Country Roads” 
First, in order to choose a song, students were asked to vote for their favorite 
two songs from a choice of eight and to provide brief explanations for their choice. 
If selection proved difficult, students were allowed to choose only one song. The 
eight songs were selected by the author from several documents and CDs: Jugyo de 
tsukaeru eigo no uta 20 ‘Twenty songs available in English classes’ (Nakajima, et al., 
2001); Shougakko eigo katsudo aidea banku songu gêmushû  ‘The idea bank of 
elementary school English activities, songs and games collection’ (Higuchi & 
Kinugasa, 2004); Wee Sing America (Beall & Nipp, 1987); Eigo no uta de eigo zuki 
ni suru hayawaza 30 ‘Thirty methods for making students like learning English 
using English songs’ (Nakajima, 2000). Songs were selected by considering several 
factors, such as familiarity to students, frequency of refrains, and simplicity of 
words.  
As a result, Take Me Home, Country Roads was chosen by the students as a top 
song. The results of voting and a brief description of the characteristics of the eight 
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songs are shown in Figure 7-1, Table 7-1, and Figure 7-2 below. 
 
 
 
Table 7-1 
Results of Voting and Overview of Song Characteristics (N=171, Number of Votes)  
Note. BPM = beats per minute. 
rank name sang by or in votes % time key tempo (BPM)
1 Take Me Home, Country Roads John Denver 50 29.2 4/4 A ♩ = 86
2 I've Been Working on the Rail Road
folk song (Wee
Sing America)
39 22.8 4/4 G ♩ = 75 ～ 150
3 Let It Be Beatles 32 18.7 4/4 C ♩ = 78
4 Doremi Sound of music 17 9.9 4/4 B♭ ♩ = 72
5 Old Texas
folk song (Wee
Sing America)
12 7.0 4/4 F ♩ = 120
6 Yellow Submarine Beatles 10 5.8 4/4 C ♩ = 114
7 Sing Carpenters 9 5.3 4/4 D ♩ = 75
8 Edelweiss Sound of music 2 1.2 3/4 B♭ ♩ = 42
(n)
Figure 7-1. Ranking and percentage of songs according to student votes. 
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Although the results of the vote require reexamination in a further study, 
students’ tastes in music for English materials might include three characteristics: 
familiarity, simplicity, and bounciness (liltingness). Relevant to the study is that 
students were planning to perform the ending-title song from the animation Mimi wo 
Sumaseba ‘Whisper of the Heart’ at that year’s school concert. This song borrows its 
melody from Take Me Home, Country Roads  and sets it to newly written Japanese 
lyrics. Thus, the song was very familiar to the students. One student stated that she  
chose this song because her mother liked the original (Take Me Home, Country 
Roads) very much and used to sing it when she was young. Some other reasons for 
the choice of song from students’ comments are as follows:  
a) I can sing to the rhythm of the song as it is a song with a light tempo. The  
song seems to be familiar to every student.  
b) The Japanese version is the ending-title song of my favorite movie and my 
father told me that this song was the original . As I do not know the original 
lyrics in English, I’d like to sing this song.  
c) I like the rhythm and melody and this song seems to be easy to learn. I don’t 
think I would get fed up with learning this song.  
Figure 7-2. Pitch range of eight songs visualized with keyboard and lateral 
indication. 
rank name
1 Take Me Home, Country Roads 
2 I've Been Working on theRail Road 
3 Let It Be
4 Doremi
5 Old Texas
6 Yellow Submarine
7 Sing
8 Edelweiss  ((●) = Tenor)
●
C2 C3 C4
key    range
● ←  E3　～　F#4  → ●
●
● ← D3  ～  C4 → ●
● ←       E3      ～      A4       →
● ← B♭3  ～  B♭4 → ●
● ←  C3   ～   D4  →
●
● ←  D3   ～   D4  → ●
● ←  G3   ～   G4  → ●
(●) ← D2  ～  C3 → (●) ● ← D3   ～  C4 →
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On the other hand, the songs that ranked low in sixth graders’ choices seemed 
to share certain features in common such as being down tempo or low key, despite 
being well known to students. For example , The Carpenter’s Sing, a world famous 
pop song, has a tempo of 75 beats per minute (BPM), which is not very slow, but the 
use of many whole notes may give the piece a down tempo flavor.  
 
7.2.2.1 A Brief description of “Take Me Home, Country Roads” 
Nakajima’s article below may help listeners to understand the background and 
context of the song and to imagine the nostalgia of hometown leavers or migrant 
workers in the United States. 
Take Me Home, Country Roads  sung by John Denver, Olivia Newton-John, and 
other singers became a big hit in the 1970s. It gave a picture of people’s lives in 
the State of West Virginia with its view of the mountains, streams, and 
coal-mining towns. The state has mined the second most coal in the United 
States of America and the coal has been used to supply most of the electricity in 
the eastern part of the USA. In the State of West Virginia, there is no typical 
industry apart from coal-mining and the average household income is third from 
the bottom in the USA. Thus, the people lead a simple life and the voters’ 
concern is to protect the coal-mining industry. This has a direct effect on 
stimulation of the economy and job security (Nakajima, 2014; partially picked 
up from The Yomiuri Shimbun and translated by the author, p. 6). 
The song consists of six parts and follows the typical sequence of verse, bridge, 
and chorus: verse 1 → chorus → verse 2 → repeat chorus → bridge → repeat chorus. 
This popular folk song sung by John Denver has a tempo of approximately 86 BPM. 
The arpeggio of the backing folk guitar and the banjo accompaniment create an 
up-tempo feeling. Moreover, the chorus harmony with a female vocalist increases the 
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jauntiness and clarity of the song.  
 
7.2.2.2 Use of ICT devices and a Web environment  
Throughout 35 years of elementary school teaching experience, the author has 
observed how pictures and videos enhance student motivation and aid concentration 
and memory retention. Consequently, pupils can reach a deeper understanding than 
they would otherwise have done. MEXT (2008a) also encourages teachers to actively 
use audio-visual materials such as CDs and DVDs when dealing with pronunciation 
in English classes. In addition, the use of ICT devices makes it easy to develop 
materials with pictures and videos. For this reason, the author developed two ICT 
devices for use in the song practice. First, the author prepared a self -made 
Orientation Video Clip. Secondly, the author created an Automatic Lyric Erasing 
System (ALES), used to delete song words from the screen (Yoshida & Nozawa, 
2014). The Orientation Video Clip was edited using Adobe Flash Player and the 
animation in the clip was created using Flash Maker 3, a flash animation authoring 
software. As the animation on the screen showed specific items (e.g., mountains, a 
coal mine, a river, roads, cars, a bottle of liquor, a radio) as well as different types of 
people (e.g., coal miners, drivers, and rafters), the main purpose of the animation 
clip was to help students understand the outline and background of the song.  
The ALES was developed to help students concentrate on learning and 
memorizing the song lyrics. To develop this material, Hakuban-sofuto ‘Whiteboard 
Software,’ a free handwriting presentation software, and AmaRecCo, a free video 
capture software, were used. First, the author used Hakuban-sofuto to write the 
lyrics. Then, while these lyrics were playing on the computer screen, the author 
erased words, which gradually disappeared from the screen. Figure 7-3 shows this 
process in progress. 
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The ALES procedure was conducted in classes as follows: 
First, students were taught the meaning of the stanza of the day, and were then 
encouraged to practice reading the stanza twice. Next, students were asked to sing 
the stanza four times. While they were singing, letters were gradually and partially 
erased from the screen. Finally, by the end of the fourth turn, the letters had 
completely disappeared. This device helped students to memorize the lyrics.  
 
7.3 Practice Procedure 
The practice took place over six lesson periods and was mainly aimed at 
nurturing student motivation and communication skills in English activity classes 
and helping students understand the L2 culture and industry of America. Song 
lessons were conducted in the second term of 2012 and each practice period lasted 
between 15 and 20 minutes. The remainder of the class was conducted as usual and 
included activities such as English speeches or composition of skits and role -plays. 
From the second to the fifth day of the practice, students learned the meaning 
and pronunciation of lyrics and then practiced singing stanza by stanza, using the 
ALES. At the end of class, students were asked to write comments on a learning 
sheet. On the final day of practice, each class of students entered a song contest. A 
general overview of the practice is shown below in Table 7-2. The reading practice 
routine of each stanza is shown in Table 7-3.
1
 
Figure 7-3. Automatically erasing song words from the screen using the ALES 
(bridge part).  
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7.4 Results and Discussion 
7.4.1 Comparison of Self-assessment Scores for Enjoyment, Understanding, and  
Retention 
Table 7-4 shows the results of self-assessment from students after each lesson 
from the second to the fifth practice period. In total, data from 83 out of 98 sixth 
Table 7-3 
Procedure to Understand the Meaning of Lyrics and Practice Singing  
Step Procedure of understanding the meaning of lyrics and practicing singing frequency
1 Listening to the stanza from CD by pointing at words. two times
2 Listening by underlining unknown words on a learning sheet. once
3 Listening by underlining difficult pronunciation words with wavy lines. once
4 Learning the meaning of the stanza and writing comments.
5 Repeating the verse after the ALT sentence by sentence. two times
6 Reading the verse for themselves in unison. four times
Note. ALT = Assistant Language Teacher. 
Table 7-2 
Overview of Practice and Beginning of the Stanza 
Day Procedure Beginning of the target stanza of the class
1 Voting and  selection of the material song.
Watching the animation and imaging the story.
Understanding and practicing of the chorus part .  'Country roads, take me home …'
3 Understanding and practicing of verse 1 .  'Almost heaven, West Virginia …'
4 Understanding and practicing of verse 2 .  'All my memories gather 'round her …'
5 Understanding and practicing of the bridge .  'I hear her voice, in the mornin' she…' 
Entering a song contest in each class. 
Voting for the best singer in each group.
2
6
Note. The teaching of the stanzas follows the order chorus → verse 1 → verse 2 
→ bridge. 
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graders were included in the final assessment. Exclusions were due to absence from 
school. Students learned the song in the following order: chorus, verse 1, verse 2, 
and bridge (See Table 7-2). 
A five-point Likert scale was used to evaluate how students felt about 
participating in this class in terms of enjoyment, understanding, and retention. Thus, 
strongly agree was coded 5, agree = 4, neither agree nor disagree = 3, disagree = 2, 
and strongly disagree = 1.  
 
 
Generally, the results suggest that students enjoyed learning the chorus part 
and verse 1 (mean enjoyment scores: chorus part = 4.18; verse 1 = 4.1). However, 
the scores for verse 2 suggest that students might have had some trouble with 
meaning and were starting to lose interest by the fourth day of practice (Verse 2: 
enjoyment = 3.48; understanding = 3.3; retention = 2.58). While the results for verse 
2 indicate a decline in student motivation, mean scores recovered on the fifth day of 
practice. 
In order to present a detailed explanation for these changes, the differences 
that occurred between the chorus and bridge parts were tested using Friedman’s test. 
This was used because the assumption of normal  distribution of data could not be 
verified and the sample size for each group was too small. In the presence of a 
significant overall test, follow-up pairwise comparisons were performed using the 
Table 7-4 
Students’ Self–assessment from the Second to the Fifth Day  
N M SD M SD M SD M SD
I enjoyed singing. 83 4.18 0.84 4.10 0.99 3.48 1.08 3.75 1.07
I understood the meaning. 83 3.47 1.02 3.57 1.01 3.30 1.14 3.58 0.98
I learned the stanza by heart. 83 3.58 0.92 3.33 1.17 2.58 1.10 2.88 1.10
chorus verse 1 verse2 bridge
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sign test, with p-values adjusted using the Bonferroni correction to maintain an 
overall 0.05 comparison rate. In this case, however, each p-value should be 
compared to 0.05/6 = 0.0083. Tables 7-5 to 7-7 below show the results of these tests.  
 
 
 
 
Table 7-7 
Multiple Comparisons Using Sign Test with the Conservative Bonferroni 
Approach 
verse1 verse2 bridge verse2 bridge bridge
chorus chorus chorus verse1 verse1 verse2
z  value -1.389 -5.041 -3.096 -4.854 -2.454 -2.688
p -value .164 .000 .002 .000 .013 .006
sig. different × ○ ○ ○ × ○
r - .55 .34 .53 - .30
z  value -0.737 -1.010 -1.225 -1.803 -1.000 -.2.626
p -value .461 .312 .220 .070 1.000 .008
sig. different × × × × × ○
r - - - - - .29
z  value -2.165 -6.326 -4.503 -5.663 -3.467 -2.433
p -value .029 .000 .000 .000 .000 .014
sig. different × ○ ○ ○ ○ ×
r - .70 .50 .62 .38 -
enjoyment
understanding
retention
Note. sig. different = significantly different, 〇  = statistically significant 
× = not statistically significant.  
Table 7-6 
Test Statics for Friedman's Test 
Test Statics N Chi-Square df p
enjoyment 83 44.009 3 .000
understanding 83 7.899 3 .048
retention 83 69.610 3 .000
Table 7-5 
Mean Rank for Friedman's Test 
Mean Rank enjoyment understanding retention
chorus 2.92 2.45 3.11
verse1 2.77 2.62 2.82
verse2 1.95 2.25 1.84
bridge 2.37 2.67 2.23
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Friedman’s test for comparison of enjoyment resulted in χ2 (3) = 44.009 and p 
< .01. The stanza indicating the lowest agreement in enjoyment was verse 2. 
Multiple comparisons indicate that students enjoyed the chorus, verse 1, and the 
bridge more than verse 2, but there was no significant difference between the chorus 
and verse 1, or verse 1 and the bridge. Friedman’s test for comparison of 
understanding resulted in χ2 (3) = 7.899 and p < .05. The stanza indicating the lowest 
agreement in understanding was also verse 2. Multiple comparisons indicate that 
students understood the bridge part more than verse 2, but there was no significance 
among other comparisons. Friedman’s test for comparison of retention resulted in χ 2 
(3) = 69.610 and p < .01. The stanza indicating the lowest agreement in retention 
was verse 2. Multiple comparisons indicate that students memorized the chorus and 
verse 1 more than verse 2 and the bridge, but there was no significant difference 
between retention of the chorus and verse 1, or verse 2 and the bridge.  
To summarize these results, students could enjoy English classes, even though 
they could not completely understand the meaning of the song lyrics. In addition, 
students thought that they could enhance memory retention through learn ing English 
songs. That is, in the results showing understanding, there was no significant 
difference between the chorus and verse 2, the chorus and bridge, and verse 1 and 
verse 2. On the other hand, in the enjoyment results, there were considerable 
differences between the chorus and verse 2, the chorus and bridge, and verse 1 and 
verse 2. This means students enjoyed the chorus part more than verse 2 or the bridge 
part and enjoyed verse 1 more than verse 2, even though they were not aware of 
which part they understood better. Moreover, in the results regarding retention, there 
were differences between the chorus and verse 2, the chorus and bridge, and verse 1 
and verse 2. This means students felt that they could memorize the words to the song 
in the chorus more effectively than verse 2 and the bridge, and memorize verse 1 
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more than verse 2, although they were not aware of which part they understood 
better. One possible reason is that the use of a song boosted student enjoyment of the 
English activity and their ability to memorize the song lyrics. Thus, the present 
study shows that the effects of using songs in elementary school English activity 
classes come down to two points; enhancing enjoyment of the English class and 
strengthening students’ memory for words or sentences. 
 
7.4.2 Student Opinion on the Final Day of Practice  
On the sixth and final day of practice, the author administered a 
self-assessment questionnaire to 98 students. Due to incomplete answer sheets, only 
91 valid responses were used in the final assessment. The questionnaire included 20 
items classified into four effects of song/chant use in L2 English classes: (1) 
emotional effect; (2) memory retention effect; (3) prosodic effect; and (4) authentic 
use effect. As mentioned in section two, these effects were classified by the author, 
reviewing earlier literature (Masaki, 2015). As in the previous questionnaire, a 
five-point Likert scale was used to evaluate these effects from the students’ 
perspectives. Students were also asked to write comments on the back of the 
questionnaire sheet if they finished early and had time to write.  
The emotional effect was further subdivided into five groups  – (a) motivation, 
(b) interest, (c) liking, (d) confidence, and (e) sense of unity – and 12 questions on 
emotional effects were allocated to each group. In order to classify the subdivisions, 
the author referred to several pieces of literature, such as Eigo no uta de eigozuki ni 
suru hayawaza 30 [Thirty methods for making students like learning English using 
English songs] (Nakajima, 2000), The primary English teachers’ guide (Brewster & 
Ellis, 2002), Jugyo de tsukaeru eigo no uta 20  [Twenty songs available in English 
classes] (Nakajima et al., 2001). For example, Brewster & Ellis (2002, pp. 162-163) 
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mention that songs and chants “are motivating and fun and help develop positive 
attitudes towards the target language” and “can encourage a feeling of achievement 
and children’s confidence.” Nakajima (2000, p. 22) states, “Children like singing 
songs by nature. Thus, teachers should make use of this advantage if they want 
students to become proficient in English.” He also argues that the introduction of 
songs into English classes can create a sense of unity in the classroom (p. 22). The 
classification and results are shown in Table 7-8 below. 
Mean scores of more than 3.5 were given for all three items in the interest 
category: (1) emotional effects; I want to be able to read English  (M = 4.16; SD = 
1.19); I want to be able to pronounce English well  (M = 3.78; SD = 1.34); I want to 
sing other songs (M = 3.56; SD = 1.37). Three out of four items in the memory 
retention effect category also had an M of greater than 3.5; Lyrics and melodies were 
sometimes recollected (M = 3.98; SD = 1.17); Many refrains reinforce the familiarity 
with English (M = 3.89; SD = 1.02); I sing the song to myself unconsciously (M = 
3.65; SD = 1.36). As a value of Alpha of about .07 approximately or larger indicates 
that a scale has satisfactory reliability, this therefore means the questions’ values 
show satisfactory internal reliabilities for the scales. However, the scale of (4) 
authentic use effect was .644, which indicates almost satisfactory.  
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 The results suggest that songs are not always effective for all emotio nal 
aspects in English classes. Exploring five emotional effects revealed that songs 
could enhance students’ interest in particular. Many students reported wanting to 
learn more English; however, not so many students practiced singing autonomously. 
Some students wrote in their questionnaire that they thought they needed more 
practice, but they did not practice in reality. This suggests that songs do not always 
motivate students to learn English of their own will. Teachers might need to use 
other methods to enhance motivation. Moreover, when it comes to the remaining 
Table 7-8 
Students’ Self–assessment in Terms of Song Effects on the Sixth Day (n = 91)  
Question M SD
 Cronbach's
alpha
I have been motivated, as I understood the meaning of the song. 3.23 1.16
I practiced singing for myself outside class. 2.95 1.43
I want to be able to read English. 4.16 1.19
I want to be able to pronounce English well. 3.78 1.34
I want to sing other songs. 3.56 1.37
(1) emotional Singing the song made me feel good. 3.46 1.24
     effect Singing the song made English a familiar language to me. 3.16 1.11
I looked forward to English class. 3.03 1.19
I gained confidence in speaking English. 2.64 1.28
I gained confidence in understanding difficult sentences in English. 2.57 1.15
Singing made me feel the unity of the class. 3.32 1.17
Singing made me feel united with teachers and close to teachers. 2.69 1.17
Lyrics and melodies were sometimes recollected. 3.98 1.17
Many refrains reinforce the familiarity with English. 3.89 1.02
I sing the song to myself unconsciously. 3.65 1.36
Singing helps me learn English by heart. 3.01 1.14
My pronunciation in English improved. 3.14 1.07
I have become confident in pronouncing English aloud. 3.10 1.15
I have become interested in the USA, as I have learned about
American life and culture.
2.77 1.33
I had a feeling of being in America, when I sang the song. 2.11 1.11
(d)
(e)
(3) prosodic effet .823
(4) authentic use effect .644
confidence
sense of
unity
(2) memory retention effect .760
.901
(a)
(b)
(c)
motivation
interest
liking
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effects―the memory retention effect, prosodic effect, and authentic use effect―the 
memory effect is found to be the most powerful and helpful function of songs, as 
many researchers and teachers have previously insisted, and as the results of the 
present study have demonstrated.  
On the other hand, items that had mean scores of lower than three included: 
(d) confidence of (1) emotional effects; I gained confidence in speaking English  (M 
= 2.64, SD = 1.28) and I gained confidence in understanding difficult sentences in 
English (M = 2.57, SD = 1.15). They also included two items from (4) authentic use 
effect; I have become interested in the USA, as I have learned about American life 
and culture (M = 2.77, SD = 1.33) and I had a feeling of being in America, when I 
sang the song (M = 2.11, SD = 1.11). These results mean that if teachers intend to 
nurture student confidence in using English or to teach authentic English culture or 
language, some devices must be added to achieve these purposes. For example, to 
facilitate students’ understanding and to encourage confidence, teachers could 
explain the word meanings using a variety of materials, such as video clips or 
pictures. Alternatively, the ALT (Assistant Language Teacher) could explain the 
background of the song. Teachers could also use role-play activities to review the 
situation in class.  
In the open-ended opinions given by students, most mentioned that they had 
had a very enjoyable and meaningful time, that they were interested in learning 
English through singing songs, and that they wanted to be good at singing English 
songs. Some were surprised that many of their classmates were very good English 
singers and felt that they themselves needed more practice if they were to be such 
good singers. 
Among the opinions given, typical statements were as follows (translated by 
the author): 
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Student A: I enjoyed the variety of each group’s performance and I’d rather have 
remembered the words to the song more. In the class, not only me but also 
everybody else seemed to try hard, so I think this event was successful. If I 
had a chance to sing this song in a Karaoke place, I would never miss the 
opportunity to sing the song. 
Student B: Singing this song was much more challenging than I expected. I was very 
surprised that the meaning of the lyrics, as well as the accompaniment of the 
song, were strikingly different. 
Student C: At first, my classmates could not sing well, but finally they made big 
progress. I understood how practice was important. 
Student D: I had a very enjoyable time, although I should have practiced the song 
more. I am quite looking forward to the next song contest.  
Student E: The karaoke contest deepened our ties in the class. I enjoyed this activity  
and learning the song. 
Student F: I was surprised that many students could sing very well. Some of them 
sang the song perfectly. I wish I could sing the song better. I’d like to do my 
best. 
 
7.5 Conclusion 
The purpose of this study was to explore the best way to use English songs for 
sixth
 
graders who are deepening in logical thought and able to consider things in an 
abstract way. Considering the results, it seems natural to conclude that this study has 
verified the two initial hypotheses: (1) the introduction of age-appropriate songs 
suited to students’ cognitive and mental stages could be an effective method to learn 
English; and (2) In order to prepare appropriate songs, consideration should be given 
to various aspects of song selection, such as content, tempo, rhythm, and key. In 
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examining these hypotheses, the following two research questions were addressed:  
 
RQ1: What types of song are favored by sixth graders for use in English activity 
classes?  
RQ2: What effects do students recognize when a song they prefer to sing is 
introduced to English classes?  
 
    The results of the present study are summarized below:  
    In order to collect student opinions, six class periods were used to practice an 
English song. In answer to RQ1, in order to choose the song for use and to research 
the trends in students’ English song preference, eight songs were presented to the 
students and they were asked both to choose and to comment on their choice of song. 
Students were shown to prefer songs that are familiar, simple in form, and up-tempo. 
Conversely, they tended not to prefer low-key or down-tempo songs. Choosing a 
familiar song can save time that might otherwise be wasted learning a new melody, 
time that is perhaps better spent remembering the lyrics and pronunciation. Involving 
students in the song decision process allows teachers to collect useful information 
for teaching, such as students’ familiarity with songs and student preference, which 
might make the song easier to learn. It is recommended, therefore, that teache rs ask 
students for their preferences as much as possible.  
With regard to RQ2, in order to research which effects students feel they gain 
from song use, questionnaires were administered to the students at the end of each 
class as well as on the last day of the study. The results show that students might 
take part in English activity song classes, even though they do not understand the 
meaning of the lyrics, and that songs enhance students’ memory retention, as 
previously claimed by many researchers and teachers of English. The author 
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conducted a questionnaire on the last day in order to understand the emotional effect 
of the activity on students and classified the emotional effects into five groups: (a) 
motivation, (b) interest, (c) liking, (d) confidence, and (e) sense of unity. Among 
those five groups, the results revealed that the most effective category was (b) 
interest. The result implies that, if teachers want to nurture other emotional areas, 
they should consider using other devices such as games, pictures, or realia, or they 
might utilize letters or phonics, depending on the students’ readiness. To sum up, the 
use of a song was effective for the students when it was prepared in a way 
appropriate to their readiness, in light of features such as familiar ity, content level, 
rhythm, tempo, key, and pitch range. Songs can help students memorize the words 
and enjoy the class.  
Discussing the results of the present study in this chapter, the following 
limitations should be considered. First, amongst the emotional effects considered, 
interest clearly appears to be effective, while other emotional effects such as 
motivation, liking, confidence, or a sense of unity were not obvious. This lack of 
clarity may have resulted from the lack of close analysis. If the emo tional effects 
could be classified more specifically, teachers may understand the effect and 
usefulness of the song more appropriately. Therefore, clearer definitions of 
emotional groups need to be developed and more psychological analysis by means of 
literature review and statistical analysis need to be conducted. Second, songs could 
benefit students by cultivating an interest in English song, but, as far as the song 
selection is concerned, it might be particularly difficult to choose the song for a class 
or grade, because of individual variety in taste, intellectual level, or emotional level. 
To cope with this difficulty, creating a sense of unity in the class or grade might be 
useful. Moreover, the content of the song should also be considered in terms of  the 
aims of the course of study. Finally, because of the objectives of English activities at 
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elementary school level, student evaluations should not be based simply on test 
scores, which measure the volume of memorization or understanding, but also on 
homeroom teachers’ careful observation of student attitudes to participation in class, 
contribution to group work, or initiative in activities. This reveals the limitation of a 
mere quantitative evaluation of student performance in the class, along with the n eed 
for further investigation into qualitative evaluation.  
It is hoped that the knowledge from the present study introduced in this 
chapter will benefit teaching practices for elementary school students, particularly in 
the areas of curriculum planning, helping students to enjoy learning English, and 
nurturing the basis of communication skills in English required in the international 
world.  
     With regard to the above aspiration mentioned, the author finally moves to 
summarize all studies of this dissertation in the concluding chapter, Chapter 8. 
 
Note  
1. The reason why the author first introduced the chorus part was as follows: 1) the 
chorus part appears three times, thus students would become familiar with this 
part. Therefore, 2) the part could play a role of icebreaking for students to learn 
this song. Moreover, the practice times were decided as far as the maximum time 
permitted, regarding the allotted time (fifteen minutes) for song practice.  
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8. Conclusion 
8.1 Limitations of the Studies 
In the experiments presented in Chapter 3 and Chapter 4, it was very difficult 
for students to determine the exact positions of the syllable boundaries. This was 
because the students had not completely acquired basic writing and reading skills, 
which in turn was because both schools accepted the MEXT (2008a) suggestion that 
“teachers should focus on the foreign language sounds” (p. 35), and use letters of the 
alphabet and words only as supplementary tools, “in effort not to give too much 
burden to students” (p. 35). If the students had been able to make use of letters as a 
mark of a syllable boundary, they would have been able to more accurately 
determine the boundaries and primary accent positions. Moreover, if a method which 
could show students syllable boundaries without letters could have been developed 
in the present study, students would be able to decide them more easily.  
    As for the experiments in Chapter 5, the results revealed no significant 
difference in pronunciation improvement between the two methods (chant and 
repetition). As participants were third graders, the fact that they could not read well 
yet might be one possible explanation. In order to further investigate the effects, 
their pronunciation was recorded after they listened to the model sentence s that had 
been recorded by the ALT. The results revealed the difficulty of effectively 
conducting a study like this one in an elementary school: since participants simply 
repeated the model sentence after hearing it, it might have been very difficult to 
distinguish the pretest pronunciation from the posttest pronunciation. A follow -up 
study will be necessary to confirm the validity of pronunciation improvement.           
     Finally, as was already mentioned in Chapter 7, the emotional effects should 
be analyzed or classified in more detail. For example, in this study, interest 
obviously appeared to be effective. The influence of other emotional, however, 
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states such as motivation, liking, confidence, and sense of unity were not clearly 
verified. To avoid unclearness of psychological or emotional classification, closer 
analysis should be conducted using more appropriate approach.  Moreover, as the 
students’ developmental stages vary from the first graders to sixth graders, 
consideration should be given for material choice appropriate to students’ cognitive 
and affective developmental stages. Further investigations in terms of both 
classification of emotions and students’ development seem to be required. 
 
8.2 Review of Findings 
Study 1 (in Chapter 3) dealt with the Syllable Chants Method (SCM). 
Investigating the effects of songs and chants for both second and fifth graders, it was 
proved that the SCM was generally effective for both grades; however, they had 
similar problems derived from liquid sounds /l/ and /r /. Those sounds have very 
similar features to vowels; thus, students might conceive a phoneme sequence such 
as /eɚri/ in cherry as one vowel group, and perceive cherry to be a monosyllable 
word. The study also revealed that fifth graders not only had similar problems with 
English phonetics as second graders did, but also had additional specific problems 
possibly related to their perceptual development stage. That is, since fifth graders 
are entering the formal operational development stage, they can use assumption and 
hypothesis, which interferes with their counting syllables correctly.  This decreased 
their correct answer rate.  
Study 2 (in Chapter 4) examined the Accent Chants Method (ACM). The 
results revealed that the ACM was effective to some extent in helping students in 
both grades learn how to determine the primary accent placement on words ; however, 
for certain words, the method was not so effective or had the opposite effect.  It 
appeared that, if the three factors of maximum pitch, maximum duration, and 
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maximum intensity coincided in the syllable with the primary accent, students could 
more correctly locate the primary accent. If the syllable with the longest duration did 
not match that with the primary accent position, their ability to do so declined . There 
is a further cause of problems in assigning primary accent related to accent position 
in the students’ L1: That is if the primary accent position in the English word 
occurred in a similar position to that in the Japanese loanword counterpart, stude nts 
tended to answer correctly. Otherwise, the result was not always so effective.  
The purpose of Study 3 (in Chapter 5) was to compare the effects of the two 
teaching methods (chant and repetition) on third graders’ prosody. As they were not 
able to read English, they listened to the model reading audio clip and repeated the 
words. However, the results revealed no significant difference in the improvement of 
pronunciation between the methods. The author supposed that this insignificance 
was caused by the practice method, and concluded that even though no clear effect of 
chant could be observed, the study may present important methodological 
suggestions to researchers in the elementary school situation. In other words, when it 
comes to pronunciation instruction at the sentence level, further explicit teaching of 
prosodic features (e.g., intonation and accent) may be required to facilitate sentence 
level changes. 
Study 4 (in Chapter 6) was linked to Study 3 (in Chapter 5). In Study 4, a 
questionnaire was administered to examine the students’ thought and feelings. It 
discussed the psychological effects on such capacities as motivation, memory 
retention, and perceptions of articulation in English.  The results of the questionnaire 
revealed the following points of interest: 
1) Students who believed that chants were more enjoyable than repetition also 
believed that the former were more memorable than the latter. However, they 
did not believe that chants were necessarily effective in terms of 
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pronunciation improvement. 
2) In terms of improving pronunciation, students believed that it was more 
important to copy manner of articulation and maintain suitable rhythm than 
to mimic the intonation or accent of the English teacher (ALT).  
The purpose of Study 5 (in Chapter 7) was to examine the effects using songs 
in learning has on sixth graders’ affective characteristics. Questionnaires were 
administered to ask how the students felt about the classroom activity of using songs, 
and in the very last class, a questionnaire was given to the students to self-evaluate 
how the songs they had learned had affected their emotions, memory, pronunciation 
ability, and authentic language use. The results were as follows:  
1) When songs are going to be used in the classes, it is preferable to select 
songs which are familiar, simple in form, and up-tempo, since those songs 
tend to increase students’ motivation to learn English and make it more 
enjoyable. 
2) However, songs by themselves do not have the power to motivate students to 
learn enthusiastically or to familiarize them with authentic language use. 
Thus, care should be taken to use songs in appropriate ways, alongside 
devices that address these issues. 
 
8.3 Review of Research Questions 
The author presented three main RQs in Chapter 2. The main findings 
summarized lead us to settle on the following answers.  
RQ1 was How effective are songs and chants to improve Japanese elementary 
school students’ English pronunciation?  Overall, the materials taught in the studies 
revealed the effectiveness of songs and chants to help elementary school students 
acquire English prosodic abilities. The exception was their effects on sentences (in 
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Study 3), which we suggested in the limitations above were inadequate due to an 
inappropriate experimental method. 
RQ2 was How effective are songs and chants on psychological aspects of 
learners in English activity classes that facilitate learning?  As students’ answers 
reflected, they felt that songs and chants were effective in helping them participate 
actively in English activity classes and memorize words and sentences. However, 
students’ answers revealed less powerful effects on acquisition of prosody and 
authentic use. 
Finally, RQ3 was What considerations should teachers keep in mind when 
introducing chants or songs into English activities? As was found, with regard to 
song selection, teachers should give consideration to familiarity and simplicity, since 
these aspects allow students to concentrate their attention on memorization of words 
and awareness of articulation without needing to use their working memory on 
melodies or musical rhythms. When teachers choose or create a teaching/learning 
material, attention should be paid to both vocabulary and pronunciation from the 
viewpoint of students’ various individual language-use situations and functions, as 
mentioned in the Course of Study (MEXT, 2008c).  
     Concluding this chapter with reviewing findings and results, the author finally 
moves to present a brief model teaching plan in the ending chapter, Chapter 9. 
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9. Presentation of a Model Teaching Plan 
9.1 Implications for Further Research 
Finally, in order to achieve the overarching goal of the study, the author 
proposes a brief model teaching plan focused on pronunciation instruction for 
Foreign Language Activity Classes in the Japanese elementary school context. 
     In the previous chapter, at first, three research implications (phonological, 
psychological, and pedagogical）were presented. From the viewpoint of phonological 
effects, this study presented several materials as models. However they were not 
enough to cover the whole curriculum; thus, further investigations and material 
development are still needed. It was revealed that liquid sounds are problematic as 
they share some features with vowels; therefore other phonemes that contain similar 
features should be explored in the future. For example, nasals such as /m/ and /n/, 
and approximants /w/ and /j/ are sonorous, and thus have several features in common 
with vowels. Unexpectedly, words containing such nasals or approximants were not 
accepted as problem words in this study. In light of this, material development for 
segmental instruction and further investigation for systematization of pronunciation 
instruction should be a priority.  
As for psychological effects, the discussion centered around students’ 
developmental stages in terms of perceptual aspects concerning their assumption or 
abstraction ability. For the next step, further research should focus on students’ 
emotional and developmental stage. Generally, students in the third or fourth grades 
are positive and energetic, and do not hesitate to express themselves openly in class. 
However, those who are in the fifth and sixth grade are entering adolescence, and 
tend to become shy and reluctant to participate actively or draw attention to 
themselves in public. Song and chant materials that are suited to the emotional stage 
of these students should be considered further.  
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From the pedagogical viewpoint, this study proved to be fruitful, and it is the 
author’s conclusion that it can show beneficial directions for English pronunciation 
instruction in relation to the upcoming 2020 Course of Study. However, as was noted 
in the limitations section, it was challenging to teach prosody without the help of 
letters. This is because letters could be used to mark syllable boundaries. With the 
help of letters, students could easily understand how to pronounce words and could 
perceive where they should divide words into syllables. Even though MEXT does not 
highly recommend the use of letters and words for this purpose, the author would 
like to suggest here that letters should be taught with a degree of focus responsive to 
students’ ability in order to help students understand the relationship between the 
sounds of letters and their use in spelling. Appropriate materials for conducting this 
kind of instruction with elementary school students should be developed and 
introduced. 
 
9.2 A Model Teaching Plan for English Prosody Instruction 
     The goal of this dissertation was established in Chapter 1: to  verify the effects 
of songs and chants on English prosody instruction in Japanese elementary schools, 
and on that basis to propose a model teaching plan for English instruction that 
appropriately applies songs and chants in accordance with students’ developmental 
stage. That goal is addressed in this section.  
The author created a draft teaching plan starting in the year 2020, with the 
adoption of the new national Course of Study in Japan. It is shown in Table 9-1 
below. Since the Foreign Language Activities classes will be introduced to third and 
fourth graders at that point, one might begin such a teaching plan at the age of nine. 
However, the author presents a broader, general view of elementary school and 
seventh grade (in junior high school) instruction to get the situation in perspective. 
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MEXT propositions for education at these levels and Piagetian developmental stages 
are also considered to inform the flow of instruction. The target content investigated 
in the study is shaded in the table.  
For third and fourth graders, the program focuses on giving very simple 
explanation of differences between articulations to make them aware of these 
differences, making the best use of songs, chants, and gestures. Third graders start 
their prosody learning using the SCM. They should create various chant s exercise 
sets for themselves in their fourth grade classes, and should be encouraged to be 
aware of syllable numbers. At the same time, in the third and fourth grade, there 
should be a focus on learning specific phonemes whose counterparts do not exist in 
Japanese. To understand the difference between a syllable and a mora, diphthongs 
and long vowels, segmental sounds in English should be taught. Liquid sounds 
should also be taught, as understanding of their articulation is very advantageous for 
distinguishing vowels and consonants. Finally, syllable counts should be stressed.  
Fifth and sixth graders should receive explicit explanations of the functions of 
the vocal organs, accent placement, and basic intonation, to help them develop their 
awareness using their metacognition. In fifth and sixth grade, ACM will be 
introduced; however, the teaching of syllables should be continued. The main 
suggestion for students on accent perception is to focus first on pitch and only then 
on duration and intensity. To do so, students can try to perceive the location of the 
accents and to understand the differences between English and Japanese sound 
systems. The ability of syllable counting is a base of English phonetic perception; 
therefore, syllable instruction should be continued throughout elementary school 
English classes. When introducing chants and pop songs in the fifth and sixth grades, 
consideration should be taken of the suggestions from Chapter 7. The content for 
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segmental instruction is presented as an illustration below, since this area has not 
been scrutinized at present. 
“Sentence chants” represents the chant method discussed in Chapters 5 and 6 
and its effects compared with those of the repetition method. These chants would be 
taught from third grade through sixth grade.  
It is hoped that the knowledge gained by the present study will benefit English 
instruction for Japanese elementary school students, helping them to enjoy learning 
English and nurturing correct pronunciation. It is further hoped that the methods 
examined in this dissertation will come into wide use at the elementary school level, 
and will play an important role not only in connecting elementary middle graders’ 
curriculum with fifth and sixth graders’ curriculum, starting in 2020, but also in 
bridging the gap between elementary and later levels of  education. 
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Age Grade 
Piagetian 
developmental stage
 
and methods 
MEXT’s objectives and content for Foreign Language 
Activities and the pronunciation instruction content 
discussed in this study 
Pre-school 
Pre-operational 
stage 
 
Elementary 
school 
Concrete 
operational stage; 
Formal operational 
stage 
Objectives and content for Foreign Language Activities 
(MEXT, 2008) 
・Understanding of languages and cultures, fostering a 
positive attitude toward communication, and 
familiarizing pupils with the sounds and basic 
expressions 6 First 
Concrete 
operational stage 
 
Use of Concrete 
Methods 
Through listening 
Through watching 
Through mimicking 
(Use of songs and 
chants) 
・Situations of learning content: greeting, self- 
introduction, shopping, having meals, learning and 
activities at school 
7 Second Content of pronunciation 
instruction presented in this study Segmentals 
(Appendix G) 
8 Third 
Suprasegmentals 
Psychological 
effects 
Syllables (SCM, 
Study 1), 
Sentence chants 
(Study 3) 
Sentence 
chants 
(Study 4) 
Consonants that 
Japanese does 
not have 
counterparts for, 
such as, /θ/, /v/, 
/r/; long vowels 
and diphthongs 
such as /au/ and 
/i:/. Variations 
of vowels (open 
or closed, front 
or back, schwa) 
such as /ɑ/, /ɔɚ/, 
/i/, /ɪ/, /ʌ/, /ɚː/. 
9 Fourth 
10 Fifth 
 
Entering formal 
operational stage 
 
Use of both concrete 
and abstract 
concepts and 
hypotheses 
 
Methods: 
Logical explanation 
Explicit explanation 
(Use of illustrations 
or video clips that 
explain the 
mechanisms of 
pronunciation) 
 
 
Formal operational 
stage 
Accents (ACM, 
Study 2) 
(mainly pitch, or 
duration and 
loudness) 
Songs suited to 
students’ 
emotional and 
perceptual 
stages  
(Study 5) 
11 Sixth 
Junior high 
school 
Aims for junior high school students: basic 
communication abilities such as listening, speaking, 
reading, and writing (MEXT, 2008). 
  
12 
 
Seventh  
(and 
over) 
Prosody and 
meaning 
Song use Segmentals 
Sound changes in 
sentences; 
elision, liaison, 
assimilation 
Intonation 
Songs suited to 
junior high 
school 
students’ 
emotional and 
perceptual  
stages 
Review of 
elementary 
school content 
Table 9-1 
Model teaching plan aiming at pronunciational and psychological effects; 
reflecting the results of the study 
Note. The shaded cells present the teaching plan being put forward by the author. 
The teaching plan for segmentals is based on the investigation in Appendix G. 
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Appendix A   Consent Form for Data Use 
 
 
April 1, XXXX 
Dear Parent(s) and/or Guardian(s):  
A Elementary School  
Principal [NAME]  
 
Use of Data related to Children for the Purpose of Research Activities or School Publicity  
 
     Thank you to all the parents and guardians for your cooperation and understanding concerning our school’s 
educational activities.  
     In order to achieve a genuinely open institution of learning, our school is actively involved in promoting its 
activities and has created a webpage for this purpose. In addition, we annually welcome many observers from 
home and abroad to hold annual workshops and to publicly present their research results. Furthermore, as part of 
these activities, we gather information on what the children are learning for research books and periodicals. This 
is because one of our school’s  missions is to serve as a place of research. Specifically, submissions are made by 
teachers for thesis papers as well as to academic presentations, books, and periodicals. The results of research 
conducted at this school are widely presented at academic conferences, written of in rese arch papers, and 
submitted to publications; they are thus valued by a great many teachers.  
     We ask for your understanding of our school’s activities and mission and for allowing us to share 
photographs, videos, written works, test results, questionnai res, and other research materials related to your 
children. We guarantee that we shall comply with the conditions listed below.  
 
Conditions under which data related to children shall be used by this school : 
O The purpose of data use consists of the items below. 
①  Submission to various literature released by the school ( e.g., research periodicals, books published by the      
   school, annual and classroom newsletters, etc.)  
②  Submission to education-related webpages (i.e. webpages of this institution and educational establishments)  
③  Submission or publication for thesis paper or academic presentation data  
O No images or data shall be used for purposes other than the above.  
O No personal information will be released due to confidentiality (e.g., children’s addresses, telephone numbers, 
family background, grades, etc.).  
O Nothing that identifies a child by name shall be submitted without the consent of a parent or guardian.  
O All use of data will respect basic human rights, and no submissions or public ations shall be to the detriment of 
the children. 
O Released information shall be promptly corrected or deleted if requested by a child or their parent /guardian.  
 
CUT HERE 
 
CONSENT FORM 
 
     Under the conditions indicated above, I hereby consent to the use of images, data or records of my child for 
the webpage of A Elementary School, research periodicals, books, annual newsletters, classroom newsletters,  
thesis papers or academic presentations , etc.  
(          ) YES        (          ) NO. 
 
Date (MM/DD/YY):               
Name of Child:                  Age:       Grade:                                                 
Name of Parent(s) or Guardian(s):                                      seal  ←Please seal  
NOTE: Please submit to child’s homeroom teacher by April XX.  
 173 
 
Appendix B   Syllable Chants Method Test Sheet (Chapter 3)   
 
 
 
 
The 
question 
number 
The picture 
for the 
question 
The number 
of sounds 
The 
question 
number 
The picture 
for the 
question 
The number 
of sounds 
①   
  
⑪  
  
②   
  
⑫  
  
③   
  
⑬  
  
④   
  
⑭  
  
⑤   
  
⑮  
  
⑥   
  
⑯  
  
⑦   
  
⑰  
  
⑧   
  
⑱  
  
⑨   
  
⑲  
  
⑩   
  
⑳  
  
Note. The same sheet was given to fifth graders with the grade number revised 
appropriately. 
English test sheet for second graders 
Class:    Student number:    Name:                         
Fill in the blank boxes with the number of sounds in the word you hear. Mr. 
ALT will say each word three times. You should count the number of sounds and 
write it down. (Do not count aloud or clap your hands. Just count silently.)  
a citrus or the 
name of  
that color 
Saturday 
baseball 
buffalo 
strawberry 
cherry peach 
grapes 
Sunday 
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Appendix C   Accent Chants Method Test Sheet (Chapter 4)  
 
 
 
 
 
 
The question 
number 
The picture for 
the question 
The place of  
a clearly 
audible sound 
The question 
number 
The picture for 
the question 
The place of  
a clearly 
audible sound 
Example 1  2 Example 2  ３ 
①    ⑫  
  
 
②  
 
 ⑬  
  
 
③  
 
 ⑭   
 
 
④  
 
 ⑮  
  
 
⑤    ⑯  
  
 
⑥    ⑰   
 
 
⑦    ⑱  
  
 
⑧    ⑲  
  
 
⑨    ⑳  
  
 
⑩    ○21  
  
 
⑪     ○22   
 
 
English test sheet for third graders 
Class:  Student number:    Name: (                             )  
Fill in the blank box with the place number (1 = the first syllable, 2 = the 
second syllable or 3 = the third syllable) of a clearly audible sound in the word you 
hear. Mr. ALT will say each word once. You should determine the place and write it 
down. (Do not say words aloud or gesture explicitly.)   
magazine 
catalogue 
millionaire 
idea 
engineer 
Sweets 
Note. The same sheet was given to sixth graders with the grade number revised 
appropriately. 
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Appendix D   Flash Cards Indicating the Primary and Secondary Accent Positions 
(Chapter 4) 
 
 
 
 
 
 
 
 
 
 
 
 
 
Note. Card (a) shows that the indicated syllable carries the primary accent by 
using the phrase “a clearly audible sound .” Card (b) shows that the indicated 
syllable  carries the secondary or no accent by using the phrase “less clear 
than a clearly audible sound.” Card (c) indicates that the word has the primary 
accent on the first syllable. Card (d) indicates that the word has the primary 
accent on the second syllable. Card (e) indicates that the word has the primary 
accent on the third syllable. 
(a)         (b)           (c)           (d)           (e) 
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Appendix E   Questionnaire Form for Chant vs. Repetition Methods  (Chapter 6) 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Dear Third Graders 
Thank you very much for your cooperation in the study on chants and repetition. 
We’d like to ask your opinion of the English classes you took. Please fill 
the questionnaire sheet below.  
Class:  Student number:    Name:                          
1. Compare the chants practice and the repetition practice.  
(1) Which practice did you enjoy more? 
(   ) I felt the chant practice was much more enjoyable. 
(   ) I felt the chant practice was more enjoyable. 
(   ) I felt the repetition practice was more enjoyable. 
(   ) I felt the repetition practice was much more enjoyable. 
【Why did you think so?】  
 
(2) Which practice did you think was more helpful for memorizing words? 
(   ) I felt the chant practice was much more helpful. 
(   ) I felt the chant practice was more helpful. 
(   ) I felt the repetition practice was more helpful. 
(   ) I felt the repetition practice was much more helpful. 
【Why did you think so?】  
 
(3) Which practice did you think was more helpful for improving 
pronunciation? 
(   ) I felt the chant practice was much more helpful. 
(   ) I felt the chant practice was more helpful. 
(   ) I felt the repetition practice was more helpful. 
(   ) I felt the repetition practice was much more helpful. 
【Why did you think so?】  
 
2. What tips do you find useful for improving your English pronunciation? 
(1) To copy the movement/shape of Mr. ALT’s mouth, in addition to how he 
uses his tongue and/or lips. 
(   ) I strongly agree.  
(   ) I agree.  
(   ) I disagree.  
(   ) I strongly disagree. 
(2) To possess good rhythm in one’s utterance. 
* Same answer form as question (1) 
(3) To mimic ALT’s pitch fluctuations 
* Same answer form as question (1) 
(4) To duplicate the timing of ALT’s stressed and unstressed sounds 
* Same answer form as question (1) 
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Appendix F   Questionnaire Form for Country Roads (Chapter 7) 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Please fill the questionnaire sheet below. This is not a test, so do answer 
freely. 
Class:  Student number:    Name:                          
Do you think the English class using songs is effective for the topics below? 
Can you compare the classes with and without song use? 
Use the scale as follows if you think it’s very effective: 
 5 = strongly agree 
 4 = agree 
 3 = neither agree nor disagree 
 2 = disagree 
1 = strongly disagree  
Fill in the following blanks according to the scale above. 
 
(1) I looked forward to English class. (   ) 
(2) Singing the songs made English a familiar language to me. (   ) 
(3) My pronunciation in English has improved. (   ) 
(4) Singing helps me learn English by heart.  (   ) 
(5) I practiced singing by myself outside class. (   ) 
(6) I am more motivated, as I understood the meaning of the song.  (   ) 
(7) I have become interested in the USA, as I have learned about American 
life and culture. (   ) 
(8) I have become confident at pronouncing English aloud.  (   ) 
(9) Singing the song made me feel good. (   ) 
(10) I want to sing other songs. (   ) 
(11) Singing made me feel the unity of the class.  (   ) 
(12) Singing made me feel united and close to teachers.  (   ) 
(13) I gained confidence in speaking English. (   ) 
(14) Lyrics and melodies were sometimes recollected. (   ) 
(15) Many refrains reinforce my familiarity with English. (   ) 
(16) I had a feeling of being in America when I sang the songs. (   ) 
(17) I want to be able to read in English. (   ) 
(18) I sing the songs to myself unconsciously. (   ) 
(19) I gained confidence in understanding difficult English sentences.  (   ) 
(20) I want to be able to pronounce English well.  (   ) 
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Appendix G   Investigation in Students' English Speech Skills (Chapter 9) 
     The author conducted a research on elementary school students’ English 
speech skills at a segmental level with the prospect of developing further methods to 
instruct spoken English. A brief description of the survey is as follows:  
1. Objective: To collect basic data relating to the English speech of elementary 
school students (at the phoneme level). 
2. Participants: First to sixth grade students, a total of 195 from elementary school A. 
3. Speech Sample Collection Period: October 2011 to February 2012 
4. Words and Phonemes in Collecting Samples: one, two, three, four, five, dog, cat, 
rabbit, bird, triangle, circle, and square. The evaluated phonemes were as follows:  
【Vowels】 /ʌ/, /uː/, /iː/, /ɔɚ/, /aɪ/, /ɔ/, /æ/, /ə/, /ɚː/, /ɛɚ/  
【Semivowels】 /w/, /r/  
【Consonants】 /t/, /n/, /ɵ/, /f/, /v/, /d/, /k/, /b/, /ŋ/, /ɡ/, /l/, /s/ 
5. Collection and Evaluation Methods: The collection method was the same as the one 
used in Chapter 5 (see p. 98).  
6. Results and Remarks 
     The results are presented in Table 1 and 2, while the brief remarks are 
provided below. 
 
 
Table 1 
Numerical Ratings of Students’ Pronunciation of Phonemes (high match rates to 
the model voice (x/100)) 
Note. Items: 7/10 consonants, 2/10 vowels, 1/10 semivowels . 
Comparison of Averages from One-Way Analysis of Variance (Unbalanced) 
1 2 3 4 5 6 7 8 9 10
Phoneme k ɡ k w l s æ l f æ
Word cat triangle square one triangle square cat circle five triangle
Mean (%) 87.4 81.8 75.6 75.6 75.2 73.5 72.7 71.6 70.2 68.3
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Table 2 shows that the /ɚː/ (i.e., rhotacized schwa) appearing in bird and circle 
is difficult for Japanese learners; at this school, many students were unable to match 
the model pronunciation regardless of their grade level. It was also confirmed that 
the /ɔɚ/ in four and the /ʌ/ in one are difficult sounds to reproduce. The low scores 
for the semivowel /r/ appearing at the front, middle, or end of a word demonstrated 
how difficult the sound was for students. The /k/ and /æ/ in cat when pronounced by 
students, regardless of grade level, closely matched the model speaker. The initial /k/ 
in cat and the /s/ with a consonant cluster in square had fairly high scores (i.e., 
87.4% and 75.6% respectively), but there was a large gap between these scores and 
those for the /k/ occurring word-medially in circle (20.2%). This gap is assumedly 
due to where /k/ appears in the word. In circle, the /k/ comes immediately after /ɚː/, 
which was already difficult for the students to reproduce; this thus caused the 
following /k/ sound to also be mispronounced.  
 
Table 2 
Numerical Ratings of Students’ Pronunciation of Phonemes (low match rates to the 
model voice (x/100)) 
Note. Items: 2/10 consonants, 5/10 vowels, 3/10 semivowels. 
1 2 3 4 5 6 7 8 9 10
Phoneme ɚː ɔɚ ɚː (ɔ)ɚ k n r ʌ r u:
Word circle four bird four circle one three one rabbit two
Mean (%) 4.3 7.9 15.1 15.9 20.2 22.0 23.0 24.0 27.5 30.7
